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ABSTRACT 
 
This dissertation describes the Tillamook Model that developed from the collaboration 
between the Tillamook School District and George Fox University, and explains why this model 
of a rural teaching practicum can be useful in other rural districts.  I explore the benefits and 
challenges through a case study – using personal interviews that draw on the experiences of the 
teacher candidates, host families, and district and university personnel.  Additionally, I make 
recommendations for improvements in the program.  Each of these components are important in 
ensuring that as the collaborators share this model with those interested, they are able to learn 
from our experiences.  As the story of the Tillamook Model is disseminated, it is my wish that 
institutions reflect upon and examine the partnerships they currently have in place, in order to 
effectively determine whether or not they already have the puzzle pieces implemented to support 
this model. 
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CHAPTER 1 
THE TILLAMOOK MODEL: HOW DID WE GET HERE? 
 
Introduction 
 
The School of Education at George Fox University is home to nearly 800 students 
pursuing their initial license, professional growth, school counseling endorsement, administrative 
licensure, or school psychologist credentials (George Fox University, 2016).  Currently, the state 
of Oregon is experiencing a demand for teachers.  Colleges and universities are creating strong 
partnerships with school districts, not just to meet practicum requirements, but to help districts 
recruit well-trained individuals to join their school communities. 
In 2015, the Oregon state legislature passed Senate Bill 78, which requires teacher 
preparation programs be accredited by a national accrediting body by July 1, 2022.  The Council 
for the Accreditation of Educator Preparation (CAEP) will evaluate all Educator Preparation 
Programs (EPPs) in Oregon (Oregon.gov, 2016).  CAEP will hold EPPs accountable to five 
standards at the time of their review.  These five standards focus on:  
1) teacher candidates’ understanding of teaching and learning,  
2) the clinical aspect of the program and the relationships built with district partners, 
3) teacher candidates’ strength and readiness for the classroom,  
4) graduates’ influence on the children they are teaching,  
5) universities’ assessment of themselves and the adjustments they make to their 
programs based on the needs of their students and the P-12 school system as they 
continuously review and make modifications to produce highly qualified educators 
(Council for the Accreditation for Educator Preparation, 2013a). 
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“The Tillamook Model,” the co-created immersion practicum described in this 
dissertation, aligns with CAEP (2013a) standards, which require that colleges and universities 
collaborate with schools and districts to create partnerships that support both parties.  The result 
of an innovative, collaborative partnership between George Fox University and the Tillamook 
School District, a rural school district on the Oregon coast, the Tillamook Model benefits both 
institutions.  It creates diverse opportunities for George Fox University’s teacher candidates, and 
is an alternative method to try and bring new recruits to the school district.  It is this innovative 
collaboration that is the subject of this dissertation. 
George Fox University and Tillamook School District have shared a partnership for over 
ten years.  Individuals in the School of Education have shared that previous partnerships have 
included the delivery of the administrative licensure program to in-service educators in 
Tillamook, opportunity for teacher candidates in the Master of Arts in Teaching program to 
complete a short summer practicum experience in Tillamook, and the ability to support in-
service teachers with their Master of Education degree.  This partnership has gained strength as 
the two institutions have worked collaboratively through TeachOregon, a subsidiary of 
Chalkboard Project.  Chalkboard Project stems from Foundations for a Better Oregon, and 
focuses on supporting Oregon schools and students, working to close the achievement gap 
(Chalkboard, 2016a).  TeachOregon, which focuses on strengthening teacher preparation, 
diversifying the teacher workforce, creating a pipeline between P-12 schools and higher 
education, and increasing mentor support for new teachers (Chalkboard, 2016b), has provided 
space, paid time for individuals to gather, and financial support for the consortium.  Tillamook 
and George Fox University have been a part of the “TeachOregon PAC (Prepare, Achieve, 
Collaborate)” consortium, which is comprised of these two along with three additional school 
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districts, two community colleges, and another university: Newberg, Sherwood, and Woodburn 
school districts; Chemeketa and Tillamook Bay community colleges, and Pacific University 
Woodburn (TeachOregon PAC, 2014, para. 2).  Out of the strength of the George Fox and 
Tillamook School District partnership, with the support of the TeachOregon PAC, a special 
initiative was created, the Tillamook Model.  This model includes a semester-long student 
teaching experience in which George Fox teacher candidates live and complete their practicum 
in Tillamook. 
Statement of Purpose 
The purpose of this dissertation is to thoroughly describe the Tillamook Model, and to 
discuss why it is needed.  I explore the benefits and challenges by using personal interviews that 
draw specifically on the experiences of the teacher candidates, host families, school district 
personnel, and a university administrator.  Each of these descriptions and explorations is 
important to ensure that as we share this model with those interested, they are able to learn from 
our experiences.  As we pass along our story, we want institutions to reflect upon and examine 
the partnerships they currently have in place, in order to effectively determine whether or not 
they have the pieces already in place to support this model. 
In this first chapter I discuss why the Tillamook Model is needed.  I cite the scholarly 
literature on how student teaching in culturally diverse situations (such as teaching abroad) can 
impact teacher candidates, as well as the literature on the challenges that rural education faces in 
retaining teachers.  I discuss the implementation of the English for Speakers of Other Languages 
(ESOL) endorsement for all teacher candidates in the undergraduate program, which requires a 
practicum with an ESOL endorsed teacher and the opportunity to work with English Language 
Learners. 
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In this chapter I also discuss how the Tillamook Model came to be, and introduce how it 
has been funded.  I introduce how this program supports CAEP, as it focuses on the deep 
bilateral relationship between George Fox University and the Tillamook School District. 
Key Terms 
 Before proceeding, it is important to identify and define a number of important terms 
related to preservice teacher training, specific accrediting bodies, and general educational 
discipline jargon. 
Chalkboard Project – A branch of Foundations for a Better Oregon, focused on 
supporting Oregon schools and students, working to close the achievement gap 
(Chalkboard, 2016a). 
Co-Teaching – A model of student teaching in which the teacher candidate and 
cooperating teacher work in tandem to develop lessons, implement instruction, and 
assessment, and support their students from the start of the teaching practicum (Washut 
Heck, Bacharach, & Dahlberg, 2008). 
Council for Accreditation of Educators (CAEP) – An organization that monitors 
accreditation for Teacher Education Programs in the state of Oregon.   
Educator Preparation Programs (EPPs) – Professional programs that focus on preparing 
teachers for the K-12 classroom.    
Emergent Bilinguals – Children who come to school and learn English as their second 
language.  This term recognizes their acquisition of English as an asset, as opposed to 
their lack of English as a deficit (Garcia, Kleifgen, & Falchi, 2008, p. 6).  
English Language Learners (ELL) – K-12 students whose primary language is not 
English.  Additional instructional strategies may be implemented to help them succeed as 
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they grow in their understanding of English (National Council of Teachers of English, 
2008).   
English Speakers of Other Languages (ESOL) Endorsement – An endorsement that 
focuses on providing teacher candidates with necessary skills to support students who 
come to school without English as their primary language.   
Host Family – A family in the community who allows a teacher candidate to live with 
them. 
Student Teaching – A practicum experience in which teacher candidates teach K-12 
students under the guidance of a licensed teacher. 
Teacher Standards and Practices Commission (TSPC) – An organization responsible for 
licensing teachers in the state of Oregon (Oregon.gov, n.d.).  
Teacher Candidates – Students enrolled in a preservice teacher education program.  
TeachOregon – A subsidiary of The Chalkboard Project focused on improving teacher 
preparation, diversifying the teacher workforce, and mentoring new teachers 
(Chalkboard, 2016b). 
Teacher Education Associate (TEA) – Also known as University Supervisor, this person 
supports and observes teacher candidates while they complete their student teaching. 
Tillamook Model – A semester-long student teaching practicum in which teacher 
candidates live with host families while student teaching in a rural school district. 
University Supervisor (US) – Also known as a Teacher Education Associate, this person 
supports and observes teacher candidates while they complete their student teaching.   
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Student Teaching and its Impact on Teacher Candidates 
Student teaching, also known as interning, or clinical training, is one of the most 
universally recognized forms of teacher preparation (Darling-Hammond & Baratz-Snowden, 
2007; Davis, 2013).  It is commonly perceived as the most meaningful experience a preservice 
teacher will have (McKinney, Haberman, Stafford-Johnson, & Robinson, 2008; National Council 
for Accreditation of Teacher Education, 2010; Washut Heck et al., 2008; Wilson, Floden, & 
Ferrini-Mundy, 2001).  Student teaching takes what students have learned in their preparation 
program and gives them the opportunity to put it into practice under the direction of an 
experienced teacher (McKinney et al., 2008; Wilson et al., 2001).  Although student teaching is a 
critical component of teacher preparation, the practicum looks different for each preservice 
teacher.  The experience varies depending on the expectations of the candidate and cooperating 
teacher, and can range in length from eight to over thirty weeks (Darling-Hammond & Baratz-
Snowden, 2007; Wilson et al., 2001), most lasting between 10 and 14 weeks (National Council 
for the Accreditation of Teacher Education, 2010).  In addition to the difference in the number of 
weeks teacher candidates spend in a classroom, there is also variation in the daily and weekly 
time commitment (Ronfeldt & Reininger, 2012).  Some teacher candidates have the benefit of a 
master teacher who interacts with them regularly, while others have a cooperating teacher who 
does the minimum asked of them (Darling-Hammond & Baratz-Snowden, 2007).  According to 
Darling-Hammond and Baratz-Snowden (2007), candidates were better prepared and more 
confident to take on their own classrooms when they participated in a student teaching 
experience lasting a minimum of thirty weeks, and had the support of a strong cooperating 
teacher who connected their coursework with clinical practice.  
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Student teaching experiences can also vary in the number of classrooms in which teacher 
candidates are expected to teach (Darling-Hammond & Baratz-Snowden, 2007; Wilson et al., 
2001).  In some cases, teacher candidates are put in two classrooms for their student teaching 
experience, enabling them to observe a variety of teaching methods (Darling-Hammond & Cobb, 
1995).  Teacher candidates are eligible to participate in the Tillamook Model program only after 
they have completed their part-time student teaching.  It occurs during their senior year, in their 
second semester of student teaching, since George Fox University undergraduate teacher 
candidates are required to complete more than the minimum 15-week requirement designated by 
Oregon Teacher Standards and Practices Commission (TSPC) (Office of Secretary of State, 
2016).  It is during their time in Tillamook that candidates complete the required nine sequential 
weeks, and take on all the responsibilities of the supervising cooperating teacher (Office of 
Secretary of State, 2016). 
Preparing Teacher Candidates for Diverse Classrooms   
According to the Oregon Administrative Ruling for TSPC, teacher preparation programs 
must create opportunities for candidates to have exposure to “Diverse Student[s] in P-12 
Schools” (Office of Secretary of State, 2016, Diversity and Inclusion section, para. 2).  Mahon 
and Cushner (2002) and Quezada (2004) share that while most teacher candidates desire to teach 
in familiar cultural settings, most open teaching positions are in areas with more diverse 
demographic districts.  According to Snyder and Dillow (2013), in 2011 approximately 48% of 
school age children in the United States identified as a race other than white.  Additionally, Shin 
and Kominski (2010) claim that in roughly 20% of the homes in which children of school age 
live, English is not the primary spoken language.  Although student populations are diverse, the 
Council for the Accreditation of Educator Preparation (2013b) notes that less than 20% of 
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teachers identify as an ethnic minority.  DeVillar and Jiang (2012) state that colleges and 
universities need to establish opportunities for preservice teachers to hone the necessary skills to 
become culturally competent educators.  According to Villegas and Lucas (2002), culturally 
responsive teachers can develop lessons with knowledge of their learners’ identities, recognize 
cultural differences, support student diversity, know their role in promoting change, and involve 
diverse students in their learning. 
   According to Quezada (2004), many institutions respond to the need for diversity 
training by having teacher candidates take courses in culturally responsive practices and by 
engaging them in dialogue regarding multicultural education.  Institutions also provide 
opportunities for teacher candidates to work with minority children, or embed “multicultural 
education” into their curriculum (p. 458).  While colleges and universities do offer opportunities 
for student growth in the area of diversity, many programs do not require these courses, often 
leaving preservice teachers unprepared to work with diverse student populations (Villegas & 
Lucas, 2002).  Villegas and Lucas (2002) and Quezada argue that this is not enough to prepare 
preservice teachers adequately, insisting that teacher candidates have opportunities to experience 
cultural diversity firsthand.  Moseley, Reeder, and Armstrong (2008) state that teacher education 
programs need to provide opportunities for preservice teachers to think globally.  According to 
Moseley et al., candidates need to be provided with opportunities to view school systems outside 
of their country, recognizing both what makes them strong and where there are opportunities for 
growth. 
 Acknowledging the growing number of “English Learners” in the state of Oregon 
(Bautista, et al., 2013, p. 1), the Traditional Undergraduate Teacher Education Program at 
George Fox University revised their program to include an embedded English Speakers of Other 
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Languages (ESOL) endorsement (Y. Tran, personal communication, September 4, 2016).  
Additionally, the program rewrote the curriculum to increase the credit hours for the inclusion 
course from two to four.  In 2017, the first cohort to complete the revised program will graduate 
with their ESOL endorsement as well as the standard elementary multiple-subjects endorsement.  
While the addition of the ESOL endorsement provides a cohort of teachers entering the 
workforce with skills to support emergent bilinguals, it also presents a challenge to the School of 
Education’s Office of Clinical Practice.  As teacher candidates develop into culturally responsive 
educators, they are in need of diverse practicum experiences.  The additional ESOL endorsement 
calls for practicum experiences that take place with highly effective ESOL-endorsed cooperating 
teachers in a classroom that contains emergent bilingual students. 
One way in which colleges have responded to this need to provide candidates with 
diverse opportunities is through student teaching abroad (DeVillar & Jiang, 2012; Jiang & 
DeVillar, 2011; Mahon & Cushner, 2002).  At the time Quezada (2004) wrote their article, over 
100 American universities were offering international student teaching experiences.  Most 
student teaching abroad programs take place after students have completed an initial student 
teaching practicum in the United States (Lupi & Batey, 2009; Quezada, 2004).  
According to Quezada (2004), some institutions have chosen to create their own 
independent international education programs, while other institutions are connected through an 
association that links universities in the United States with universities abroad.  In these 
programs, teacher candidates do their student teaching in Department of Defense K-12 Schools, 
United States Department of State American Sponsored Overseas Schools, and public schools 
(Quezada, 2004).  Student teaching abroad allows preservice teachers to become confident, 
multiculturally sensitive educators, who have grown in their cultural awareness (Pence & 
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Macgillivray, 2008; Quezada, 2004).  Additionally, Pence and Macgillivray (2008) state that 
students who participated in an overseas teaching experience grew in their ability to handle 
challenging situations in the classroom.  A study conducted by Jiang and DeVillar (2011) found 
candidates to be generally more adaptable in their teaching. 
Numerous colleges and universities have a strict submission process for students who 
desire to student teach abroad (Lupi & Batey, 2009; Lupi & Turner, 2013; Quezada, 2004).  
Additionally, teacher candidates attend training seminars and/or take courses that focus on the 
cultural dynamics of their host location (Lupi & Batey, 2009; Lupi & Turner, 2013; Quezada, 
2004; Stachowski & Mahan, 1998).  Furthermore, the sessions mentioned above help to reduce 
culture shock for teacher candidates (Quezada, 2004). 
Many teaching abroad programs fully immersed their students in the community through 
homestays, living in school or community housing, or living in apartments within their students’ 
community (Cwick & Benton, 2009; Lupi & Batey, 2009; Mahan & Stachowski, 1993-1994; 
Pence & Macgillivray, 2008; Quezada, 2004; Stachowski & Mahan, 1998).  These experiences 
allow teacher candidates to acquire firsthand knowledge of students’ day-to-day lives, and their 
cultural traditions (Stachowski & Mahan, 1998).  Teacher candidates who student teach abroad 
are fully immersed in the diverse environment, interacting with community members and, for 
many, with host families who are not proficient in English (Moseley et al., 2008).   
According to Stachowski and Mahan (1998), the Cultural Immersion Projects at Indiana 
University-Bloomington were created as a way to offer non-traditional student teaching 
experiences.  As of 1998 they had two programs, one working on a Navajo Reservation for 17 
weeks and the other, an international experience, that allows candidates the opportunity to 
student teach for eight weeks in their assigned school.  Each program was created with the 
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intention that the teacher candidates would not just interact with the students in their classrooms, 
but would also be a member of the community in which they taught, recognizing that both 
experiences contribute to the growth of the candidate.  In the study conducted by Mahan and 
Stachowski (1993-1994), the authors found that individuals in the community were key 
contributors to candidates’ growth. 
A common experience, shared in multiple studies, is the required weekend and/or 
evening excursions that teacher candidates take throughout their teaching abroad experience.  
These trips allow candidates to explore the cultural elements of the region in which they are 
staying (Malewski, Sharma, & Phillion, 2012; Moseley et al., 2008; Pence & Macgillivray, 
2008).  In the study conducted by Moseley et al. (2008), university faculty members traveled 
with teacher candidates to build rapport with them, to support them as they adapt to a new 
culture, and to gain insight into their growth.  As the two groups traveled together, they had a 
shared experience on which to base their dialogue.   
Recognizing the importance of self-reflection in the learning process, multiple teaching 
abroad programs require their candidates to keep journals (Jiang & DeVillar, 2011; Lu & Soares, 
2014; Pence & Macgillivray, 2008).  According to Pence and Macgillivray (2008), the 
requirement that candidates engage in continuous reflection is a critical component.  The use of 
journals provided the means for students to reflect upon their experience.   
According to Moseley et al. (2008), it is crucial to provide reliable mentors to reassure 
and support candidates as they interact daily in a culturally diverse environment.  Specifically, 
they report that faculty members met with students weekly during the semester prior to their 
departure.  They then traveled with students, helping them acclimate to their new surroundings.  
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The faculty members returned mid-semester and spent more time with the students, engaging 
them in thoughtful conversation.  
Teacher candidates who worked with non-English-speaking children were able to take 
what they learned and directly apply it to their work with English Language Learners (Lu & 
Soares, 2014; Quezada, 2004).  Additionally, candidates learned how to implement multiple 
strategies for working with ELL students, recognizing that one method may not reach every 
learner (Lu & Soares, 2014).  In a study conducted by Moseley et al. (2008), after being fully 
immersed in another language, both faculty members and teacher candidates showed greater 
empathy for English Language Learners.  Additionally, some candidates who participated in 
Jiang and DeVillar’s (2011) study became more sensitive to their English Language Learners 
because they understood what it was like to not speak the primary language of their host country. 
A study performed by Lupi and Batey (2009) shows that candidates planned to reference 
their trip in their own classrooms.  Preservice teachers who participated in an international 
student teaching experience were able to connect their coursework to their field experience in an 
American classroom and then to their international practicum.  
Teacher candidates expressed individual and professional growth, with a new recognition 
of their own preconceptions.  They demonstrated growth in their understanding of and openness 
to the cultural assets in their classrooms (Lu & Soares, 2014).  Additionally, candidates 
expressed a desire to teach outside the United States again.  Through the experience, preservice 
teachers grew in their general ability to work with others.  They became more understanding of 
others and things they did not enjoy doing (Lu & Soares, 2014; Mahon & Cushner, 2002).  
According to Romano (2008), many teacher candidates who participate in the Consortium for 
Overseas Student Teaching (COST) have been so heavily impacted by the experience with new 
  
13
cultures, they have a better understanding of who they are, and are more equipped to respond to 
the needs of their students. 
 Not all aspects of student teaching abroad are necessarily positive.  According to Mahon 
and Cushner (2002) and Quezada (2004), teacher candidates were challenged while learning to 
use the national curriculum of their host country.  Additionally, teacher candidates lacked 
resources in their international teaching experiences, forcing them to think outside the box when 
creating their lessons (DeVillar & Jiang, 2012; Quezada, 2004).  Candidates who were not fluent 
in the language of their host countries were flustered when trying to interact with others (Lu & 
Soares, 2014; Quezada, 2004).  Additionally, candidates experienced difficulty handling daily 
chores and finding places to eat when they were limited to bicycles as a means of travel (Lu & 
Soares, 2014). 
Teacher candidates noted that they missed home and felt alone when they were not 
around people their age in their schools or in their homestays.  Quezada (2004) suggests 
addressing this difficulty by placing students in pairs, thus allowing them to interact with one 
another.  According to Lupi and Batey (2009), having students begin interacting with their 
classroom and cooperating teacher via email early on, before they left home, helped to reduce the 
anxiety surrounding their experience abroad.  Cwick and Benton (2009) shared that one 
challenge of overseas student teaching is the additional pressure caused by the fear of not 
successfully completing their student teaching or receiving credit because they are experiencing 
homesickness or working through other challenges.  
Quezada (2004) stated that there is a limited amount of research on the influence of the 
student teaching abroad experience on the American classroom with regard to attitudes, 
understanding of content, and instructional strategies when students return to teaching in the 
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states.  A study conducted by Lupi and Turner (2013) examined the influence of an overseas 
teaching practicum on alumni, using candidates’ reflection papers and a survey sent to alumni 
after graduating from the program.  The researchers found that candidates were positively 
influenced in their abilities to develop curriculum and deliver instruction, as well as in their 
cultural responsiveness in their first years of teaching, by the experience abroad.  Additionally, 
teachers felt that the experience would impact their students in a positive manner. 
Another study conducted by DeVillar and Jiang (2012), found that alumni were 
positively influenced by their student teaching experience, and took learned skills with them to 
their American classrooms.  Teacher candidates’ experiences abroad allowed them to grow in 
their ability to teach on their own and to collaborate with other teachers.  Candidates became 
more creative in their lesson development due to their experiences working with limited supplies, 
which then transferred to their classrooms in the United States.  Additionally, once they had their 
own classrooms, they incorporated students’ cultural backgrounds, and stories from their 
experience abroad into their lesson plans.  Finally, candidates reflected on the behavioral 
challenges that they find in their American classrooms which were not present in their 
experiences abroad, one commenting on the respect that students in other countries show their 
teachers (DeVillar & Jiang, 2012).   
 As colleges and universities prepare teacher candidates to meet the diverse needs of P-12 
students, both the curriculum and field experiences need to be reviewed in order to prepare 
teachers effectively to be culturally competent educators (Gay, 2010).  According to Snyder and 
Dillow (2013) by the year 2021, approximately 52% of school children will identify with a race 
other than white.  According to Gay (2010), just as schools provide resources for students and 
hold them accountable for their success, teachers need to be prepared and expected to provide a 
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culturally competent education for all students, no matter their cultural or ethnic makeup.  Those 
in charge of teacher preparation need to be aware of the changing demographics of schools, and 
must implement supports to help tomorrow’s teachers meet the needs of all their students 
(Leavell, Cowart, & Wilhelm, 1999). 
The Tillamook School District  
Tillamook School District, located in Tillamook, Oregon, is a remote rural coastal town 
with less than 5,000 residents (Tillamook County Oregon, 2011).  It is situated approximately 70 
miles from George Fox University’s Newberg Campus.  The district has divided its 2,400 
students into grades K-1, 2-3, 4-6, 7-8, and 9-12.  Tillamook has a growing Latino population 
with many students who are emergent bilinguals, and according to the district’s report card over 
half their student population is economically disadvantaged (Tillamook School District, 2014-
2015).   
Teachers for Rural School Districts 
According to the National Center for Education Statistics (2010), 24.7% of publically 
educated students in the United States attend a rural school.  A major challenge facing these 
districts is recruiting and retaining highly qualified teachers (Lemke, 1994).  According to Stone 
(1990), rural school districts have a turnover rate of 30-50%, which is more severe than the 
national average of six percent.  One of the largest contributors to the high turnover rate of 
teachers in rural communities is isolation (Horn, 1985; Stone, 1990).  Stone (1990) asserts that 
young, unmarried teachers often feel alone with a limited number of peers with whom to 
socialize.  If they do not find a spouse, they are unlikely to stay.  In Handal, Watson, Petocz, and 
Maher’s (2013) study, educators pointed out it is not just isolation from individuals that teachers 
struggle with, it is also the lack of activities that city life brings along with important resources 
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such as health care.  Additionally, they found that while there were reimbursements and 
assistance with costs for the teachers in their study, in all reality, the expenses incurred in rural 
areas were more than the teachers expected.  
A study conducted by Handal et al. (2013) found that one of the challenges educators 
face is being the only teacher in their content area at the school. Often in rural districts, teachers 
are asked to teach multiple contents (Handal et al., 2013; Stone, 1990) and age levels, as well as 
lead additional activities (Stone, 1990), and accept responsibility for leadership within their 
department as a new faculty member (Handal et al., 2013).  While rural school districts need 
teachers who are generalists, able to teach multiple authorization levels and content areas, they 
also need teachers who can teach math and technology (Stone, 1990).  Further, Collins (1999) 
suggests that rural schools especially need “math, science and special education” teachers (p. 2).  
With the shortage of teachers, rural school districts will often settle for less polished teachers as 
they are in dire need to fill a vacant position (Stone, 1990). 
Additionally, teachers are asked to teach with limited curriculum and resources, often 
having students with special needs in their classrooms, where they are required to design specific 
modifications (Stone, 1990).  In his study of preservice teachers in rural experiences in South 
Africa, Masinire’s (2015) candidates also saw a lack of resources for their students.  However, 
some candidates viewed this as an opportunity to bring ideas into their classroom, as opposed to 
a negative outcome. 
 Educators in the study conducted by Handal et al., (2013) point out that keeping existing 
teachers and getting new teachers are equally important.  They share that many teachers do not 
stay long.  For some, the rural experience is used as a means to transfer to a school where they 
prefer to teach.  To successfully recruit and retain new teachers, rural school districts need to 
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focus their marketing on the positive aspects of teaching in a rural school district (Lemke, 1994).  
For instance, rural schools frequently offer fewer students in the classroom and teaching to each 
learner, parent and community member support and involvement, opportunities for growth, and 
the things that make the communities unique such as historical landmarks and recreational 
opportunities (Goodnough & Mulcahy, 2011; Stone, 1990).  Administrators could focus on the 
notion that rural teachers seem pleased with their salaries, although as beginning teachers they 
will make 21% less than their urban counterparts, which Gibbs (2000) believes is augmented by 
the independence and the impact rural teachers have on the school.  Additionally, Stone (1990) 
suggests that when recruiting, administrators be open with potential teachers about the 
disadvantages to living in a remote area, painting a realistic picture of their district.  One way 
Maranto and Shuls (2012) recommend helping to recruit teachers to rural districts is to utilize the 
district’s website to advertise the positive aspects of the district. 
According to Stone (1990) and McCaw, Freeman, and Philhower (2002), the community 
can play a large part in making a new teacher feel welcome.  Stone says, new recruits often feel 
that community members look down on them if their behavior does not parallel that of the 
community.  Community members can invite teachers to be a part of church and organized 
activities, as well as inviting them to share a meal (Stone, 1990).  Ulferts (2015) encourages 
prominent members of the community to reach out to teachers and encourage them to participate 
in community events to help discourage feelings of isolation.  New teachers need to feel valued 
for their good work and acknowledged for their achievements by the community (Stone, 1990).  
 Lemke (1994) notes that one advantage rural teachers have is access to a small 
community in which they can involve citizens in the learning process, showing students how 
their lessons are applicable to life.  Two of the four candidates who participated in Price Azano 
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and Thomas Stewart’s (2015) study found it important to connect the classroom to the 
community, recognizing the impact the community has on students.  According to Goodnough 
and Mulcahy (2011), community members in rural districts are often supportive and willing to 
lend a hand.  In addition to engaging new teachers in the community, districts can create mentor 
programs (Collins, 1999).  According to Lemke and Stone (1990), mentoring programs are 
crucial to the retention of rural educators.  Handal et al. (2013) reports that respondents found it 
most difficult when they were a new teacher and did not have the mentor supports they needed.    
Mentors are there, in a non evaluative way (Lemke, 1994), to help aid the new teachers in their 
transition to the school (Stone, 1990). 
As rural administrators must often divide their attention between operating their school 
and scouting for new teachers, teachers can be left with a feeling of neglect (Stone, 1990).  Stone 
(1990) argues that administrators need to check in with new teachers periodically and if possible, 
occasionally substitute for them, allowing supplemental planning time.  Additionally, they 
should provide opportunities for teachers to have collaborative conversations (Stone, 1990).  
These efforts can help alleviate some of the feelings of neglect. 
As rural districts strive to retain teachers, it has been suggested that districts pay 
membership dues for continued learning, cover former tuition costs, provide opportunities and 
compensation for professional development opportunities outside the district (Lemke, 1994), and 
pave the way for teachers to watch one another teach (Stone, 1990).  Handal et al. (2013) point 
out that educators want to receive professional development, but that requires a great 
commitment of time as well as resources.  They state that students really suffer from the lack of 
professional growth of teachers.  Kline and Walker-Gibbs (2015) report that one of their case 
study participants referenced multiple times the challenge they encountered due to a lack of 
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professional growth opportunities, as well as connection with colleagues.  Stone (1990) argues 
that providing professional development opportunities for teachers is critical to their willingness 
to remain in district.  These opportunities need to promote growth and provide chances for 
collaboration with colleagues.  
According to Stone (1990) rural school districts will battle with recruitment and retention 
issues until colleges and universities better prepare teachers for rural challenges.  Stone shares 
that many teachers feel ill-prepared to teach in a rural community.  Teacher preparation 
programs are encouraged to incorporate the content needed to support rural teachers in their 
programs.  This too will aid in the retention of teachers in rural school districts.  Recognizing 
that some skills cannot be learned until teachers enter the classroom, Stone identifies efforts by 
some institutions requiring preservice teachers to enter a “total immersion” approach (p. 5).  This 
approach helps candidates understand the realities that rural educators encounter.  The teachers 
in Gibson’s (1994) study report that colleges and universities needed to create opportunities for 
candidates to see rural school districts first-hand.  Based on the supports teacher candidates 
received while in their rural practicum, from the university and the school district, Kline et al. 
(2013) contend that collaboration between universities and rural school districts are an important 
component in keeping future teachers interested in teaching in rural communities.  Moreover, 
Hudson and Hudson (2008) state that exposure to rural communities and schools during 
preservice programs may help teachers be more successful once employed in these districts.      
Some teacher preparation programs have chosen to educate their students about rural 
districts by having them take up temporary residence and complete their clinical practicum 
(Goodnough & Mulcahy, 2011; Ralph, 2003; Stone, 1990).  Candidates who participated in rural 
practicum experiences felt alone, overexposed, and struggled with the lack of urban 
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conveniences (Goodnough & Mulcahy, 2011; Hemmings, Kay, & Kerr, 2011; Ralph, 2003; 
Ralph & Walker, 2012).  In a study by Ralph and Walker (2012) candidates could choose 
whether or not to relocate to the rural area.  Those that did not relocate had an increased expense 
of gas and time, while those that did relocate were challenged to find accommodations.  
According to Ralph (2003), candidates were challenged with finding tolerable living 
arrangements.  Hemmings et al. (2011) note that candidates did not feel so secluded when they 
had access to phones and the Internet, allowing them to connect with family and friends, as well 
as having access to lesson planning materials.  Additionally, in the study by Hemmings et al., a 
portion of students who commuted to their practicum site commented on the strain of time spent 
driving.  In a study by Kline, White, and Lock (2013) they found the interactions the candidates 
had with the university and the local school district impacted their rural experience.  
Other researchers have reported more positive results.  Stone (1990) reports that upon 
completing these programs, many teachers chose to teach in rural districts, and many in the 
district where they completed their practicum.  According to Goodnough and Mulcahy (2011), 
candidates who participated in the rural practicum experience commented on the level of support 
that parents offer to schools in a rural setting.  In a rural district, the school is a hub for all 
community life, both educational and recreational (Goodnough & Mulcahy, 2011; Schmuck & 
Schmuck, 1990).  In agreement with this notion, Kline et al. (2013) report that their candidates 
commented on the importance of the school to the community.  One candidate stated that 
community members “will do anything to support the school” (p. 7).  Eppley (2015) supports 
this contention as she describes the community’s involvement with the school as spoken by the 
principal,  
We are the heart of the community.  The majority of people’s lives revolve around school  
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activities, their kids’ involvement in the schools.  And the personalization of the schools  
because we are so connected to the community is super important, very different, hugely, 
tremendously different than in your larger schools (p. 78).    
 According to Goodnough and Mulcahy (2011) and Ralph and Walker (2012), teacher 
candidates who participated in a rural internship felt wanted by the community.  Teacher 
candidates in the study conducted by Kline et al. (2013) found the community to be well 
receiving of them, inviting them to participate in events alongside community members.  
Candidates learned how influential the community is in the successes or failures of students 
(Goodnough & Mulcahy, 2011; Todd & Agnello, 2006).  A study conducted by Gibson (1994) 
found many participants recommending new rural teachers be prepared in regards to the 
importance of community involvement.  Teacher candidates who participated in rural student 
teaching found that it was easier to get to know their students (Goodnough & Mulcahy, 2011; 
Ralph, 2003).  This helped them create engaging lessons, which their students were excited about 
(Goodnough & Mulcahy, 2011).  Due to small class sizes in rural schools, teachers are able to 
get to know their students and develop stronger relationships with them (Goodnough & Mulcahy, 
2011; Ralph & Walker, 2012).  These relationships aid in increased student support as teachers 
better understand their students and their needs (Goodnough & Mulcahy, 2011; Ralph & Walker, 
2012).  Ralph (2003) also noted that teacher candidates reported fewer misbehaving students in 
the rural classroom. 
In addition to better knowing their students, candidates were able to support nonacademic 
activities (Goodnough & Mulcahy, 2011; Ralph, 2003; Ralph & Walker, 2012).  In the study by 
Kline et al. (2013), 80% of teacher candidates found that participating in the rural practicum 
allowed them to gain understanding that the role of a teacher in the community is more than just 
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a teacher.  Furthermore, one teacher candidate saw the opportunity to teach multiple 
authorization levels and content areas as a positive (Ralph & Walker, 2012). 
In a study by Goodnough and Mulcahy (2011), 50% of teacher candidates who 
participated in the rural internship were interested in teaching in a rural school district within the 
first years following their preparation program.  Five of the participants stated they would step 
into their initial teaching job in a rural district given certain accommodations, such as proximity 
to a larger city, convenience of transportation options, and strength of community support for the 
academic growth of students (Goodnough & Mulcahy, 2011).  The study conducted by Kline et 
al. (2013) found that 65% of teacher candidates who participated in the study were interested in 
working in a rural school district. 
Teacher candidates and cooperating teachers participating in the study by Ralph (2003), 
and teacher candidates in the study by Ralph and Walker (2012) gave the following advice to 
future interns: avoid holding preconceived notions of the experience; be an active member in the 
community both within and outside of the school; collaborate with other student teachers, staff 
members, and mentors; be aware that you are a public figure in the community (Ralph, 2003); 
educate yourself about the community and region prior to the start (Ralph & Walker, 2012). 
Another strategy for exploration of rural school districts is the notion of rural school 
district field trips (Sharplin, 2002; Todd & Agnello, 2006).  Todd and Agnello (2006) report that 
students were impressed by the technology that was used in the classrooms, as well as reduced 
student numbers in classrooms.  The field trips were used to educate students about the under-
recognized diversity in rural communities.  A study conducted by Sharplin (2002), examines 
teacher candidates’ preconceived notions of teaching in a rural school district.  Candidates were 
concerned with being separated from colleagues and being unaware of cultural norms, as well as 
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missing the things they were used to having at their fingertips (Sharplin, 2002).  Munsch and 
Boylan (2008) suggest that the five-day practicum offered to their students helped to start turning 
the wheels of change in their candidates’ minds in regards to understanding rural education.  
Additionally, most candidates who participated in Hudson and Hudson’s (2008) five-day rural 
practicum felt that it helped to dissolve preconceived notions candidates had about rural schools, 
helped them to authentically consider a rural practicum, and provided them with tools should 
they student teach in a rural school. 
According to Collins (1999), rural districts have the opportunity to promote teaching 
within their community by working in collaboration with local educator preparation programs to 
excite people about education.  School districts can use teaching focused clubs and cadet 
teaching programs to help their own students think about becoming teachers (Lemke, 1994).  The 
idea of “grow your own” can be instilled in students, helping them see that they can teach in the 
community where they grew up (Lemke, 1994, p. 4; McCaw et al., 2002, p. 5).  A survey 
distributed to teacher candidates at Western Illinois University’s Teacher Career Fair found the 
top priority for candidates is the location of the school district (McCaw et al., 2002).  Most 
candidates prefer to look for a district near their home.  The recruitment of community members 
as future teachers can begin as early as middle school in some communities (McCaw et al., 
2002).  This concept can also be applied to instructional assistants, recognizing that many 
teachers want to return to teach in their hometown (McCaw et al., 2002).  Preservice teachers 
from rural communities understand the cultural components of the community, such as seasonal 
absence, and are able to make accommodations to their lesson plans for students (White & Reid, 
2008).  According to Stone (1990), rural school districts should recruit students who come from 
similar geography, as they are acclimated to the community norms.  Additionally, offering 
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scholarships to local community members who want to teach in their district is an avenue for 
administrators to explore when recruiting teachers for their district. 
Rural school districts and universities need to join forces in recruiting, retaining, and 
preparing teacher candidates to support students in rural districts.  By partnering with one 
another, universities are better able to prepare their candidates to be rural educators, and school 
districts are able to recruit future teachers for their districts. 
The Tillamook Model 
 During the 2013-2014 academic year, George Fox University and Tillamook School 
District recognized the opportunity to collaborate, in a mutually beneficial way, in creating an 
immersion practicum that would provide teacher candidates with a “student teaching abroad 
experience” without leaving the country.  Tillamook School District regarded the partnership as 
an opportunity to bring teacher candidates into the community and work to grow their own. 
Through the Tillamook Model the collaborators strove to: 
1) Provide teacher candidates with an opportunity to work with a diverse student population. 
2) Provide teacher candidates with an opportunity to be fully immersed in the community by 
living with a homestay family.  
3) Provide teacher candidates with an opportunity to reside in a remote rural community as a 
means of breaking down preconceived notions. 
4) Provide highly qualified cooperating teachers with the professional growth that comes 
from hosting a teacher candidate. 
5) Provide teacher candidates with an opportunity to learn from exceptional mentor 
teachers. 
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6) Recruit teacher candidates to the district as certified teachers upon graduating from the 
program.  
7) Expose K-12 students to college students as a means of helping them obtain a college 
bound mindset.  
It is important to note that this program would not be possible without the strong, trusting 
partnership between the university and school district.  In alignment with CAEP, throughout this 
project, the university’s Office of Clinical Practice and school district administrators have been 
intentional in collaborating with one another to establish strong co-teaching student teaching 
placements.  Additionally, the grant site coordinators from the university and school collaborate 
with the Juntos Coordinator, the district Latino Family Liaison, the district Director of 
Educational Equity/Title Programs, and local families to find homestays for teacher candidates.  
Juntos, is a program designed to support high school completion for Latino students.  The 
program partners with students, grades 8-12, and their families to spur a college bound mindset 
(Oregon State University, 2017).    
Over the course of two years, six teacher candidates and four homestay families have 
participated in The Tillamook Model.  Tillamook School District’s diverse student demographic 
provides an opportunity for teacher candidates to complete their student teaching while also 
growing in their cultural competence.  In this dissertation, I introduce the structure of the model, 
its benefits and challenges, what the coordinators of the program have learned, and what would 
need to be in place in order for another institution to embrace a partnership based on this 
experience.  The commitment of TeachOregon PAC to allocate funds, to financially back the 
Tillamook Model, was critical to the launch of this program.  This will be further explained in 
Chapter Two.  The finances allocated for the Tillamook Model fund the stipends the candidates 
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and host families receive, as well as travel costs for the university site coordinator.  It was 
decided early on by the collaborative that no candidate or host family should be disqualified 
from the opportunity to participate in this program due to a lack of financial resources.  
According to Karaman and Tochon (2010), financial support is an important consideration in a 
candidate’s decision to go through a practicum abroad.  According to Quezada and Alfaro (2007) 
adequate grant money to support all candidates impacted the number of participants in The 
International Teacher Education Program that is operated by the California State University 
system.  Although candidates could receive their traditional financial aid, they were unable to 
work while abroad, so additional financial support was crucial in ensuring recruitment. 
The TeachOregon PAC wanted to ensure that teacher candidates had gas money to get 
back to campus for any classes they could not attend remotely.  Additionally, they wanted to 
ensure that all interested host families were able to participate and were not put off by the 
additional utility costs generated from hosting one or more Teacher Candidates in their homes.  
Throughout this dissertation, readers will hear the voices of teacher candidate participants, host 
families, and district and university representatives, as their view is critical to the future success 
of not only this program, but also to the success of future programs modeled after this immersion 
practicum.  Rich, thick descriptions will be used to support the reader’s understanding of the 
program through the eyes of the participants (Creswell, 2013).  
As I have been deeply involved in this program from its inception, I believe it is 
important for me to clarify my involvement and investment in the program (Creswell, 2013).   
Attending high school in a small town, I witnessed the constant flux of new teachers coming and 
going from our small rural school.  I struggled to understand why teachers were unwilling to 
stay, as I believed our little community was wonderful.  As I became an educator and connected 
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with other teachers and administrators from rural districts, they shared a similar challenge with 
regard to new teacher retention.  Knowing the challenge rural school districts face both intrigued 
and motivated me to collaborate with my colleagues, and brainstorm how we could expose 
teacher candidates to rural school districts during their student teaching, and through this 
exposure enable rural districts to recruit and retain quality teachers.  
 It is worth mentioning again that without the deep partnership between the university and 
school district, built upon trust and mutual respect, it would not be possible for this program to 
be entering its third year with two additional participants student teaching in Tillamook spring 
semester 2017.   
Methodology 
This dissertation takes the form of a case study as defined by Creswell (2013), in which I 
explored the Tillamook Model, a partnership that has grown over a three-year period.  A case 
study model was chosen in order to describe the experiences of the participants rather than 
looking for specific patterns within their experiences (Creswell, 2008).  Specifically, this 
dissertation is an intrinsic case study, in which I desired to learn more about the specific program 
(Stake, 1995).  As Olson describes in Hoaglin, Light, McPeek, Mosteller, & Stoto (1982), a case 
study “illustrate[s] the complexities of a situation—the fact that not one but many factors 
contributed to it” (p. 138).  By using a case study, I am able to effectively describe the many 
moving parts of the Tillamook Model.  
I triangulated the data using multiple sources (Creswell, 2014), including preexisting data 
(Yin, 2009a; Yin, 2009b) in the form of interviews of teacher candidates gathered after each of 
their experiences, as well in the form of documents created by the partnership.  Additionally, I 
gathered field notes and conducted personal interviews of the two white host families, school 
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district personnel, and a university administrator (Creswell, 2013).  I used in-depth interviews as 
a means of gathering details about the program, as well as the participants’ views of the program 
(Yin, 2009a).  The aforementioned interviews and pieces of preexisting data were chosen as a 
means of digging deep into the experiences of those involved in the Tillamook Model.  One of 
the challenges I personally faced during this research effort was the inability to interview the 
Latino host families in a timely manner.  Due to the communication pattern established for 
connecting with the host families and their schedules, I was unable to obtain their perspective on 
the Tillamook Model.  The direct communication to the host families has come through the 
school district.  As the Tillamook Model progresses forward, I am working to build a personal 
relationship with the current host family.  In the future, I hope to be able to interview them to 
gain their insight into hosting teacher candidates.   
This case study allowed me to give readers the opportunity to experience what the 
interviewees did through “thick description[s]” so that readers can determine if the Tillamook 
Model is something they should collaboratively implement at their institution (Erlandson, Harris, 
Skipper, & Allen, 1993, p. 164).  It can be used as a guide for readers to learn about the various 
components that need to be implemented to create a rural immersion experience (Erlandson, et 
al., 1993).   
Research Ethics 
 I followed Yin’s (2009a) guidelines for safeguarding participants as I gained informed 
consent from each participant by first explaining the case study, and then asking them to sign a 
consent form (See Appendix A).  The consent form asked participants if they were willing to 
have their name shared or if they would prefer to have a pseudonym used.  School district 
personnel, as well as the host families, consented to have their names used in this case study.  
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The administrator from George Fox University did not give permission.  Therefore, they are 
referred to as “the George Fox administrator.”  As the teacher candidate interviews are archived 
data, pseudonyms were given for each of them.  In addition to having participants sign consent 
forms, I had the transcriptionist and external auditor sign confidentiality agreements (See 
Appendices B and C) (Yin, 2009a).   Additionally, I received Institutional Review Board 
Approval (See Appendix D), as well as written consent from the provost of the university and 
superintendent of the school district to have the institution names used in this dissertation (Yin, 
2009a).      
Personal interviews conducted during this study were done on a small recording device 
and then transferred to a password-protected computer, or were recorded directly on the 
password protected computer.  All archived interviews were kept on a password-protected 
computer.  Field notes obtained for this study were kept in a locked file cabinet in a locking 
office or in a locked safe in my home when necessary.  Backups of the candidate interviews were 
stored on CDs, which were stored in a locking file cabinet in a locking office.  Three years after 
the completion of this dissertation, all copies of the personal interviews conducted specifically 
for this study will be deleted, and the back-up CDs will be shredded.  Field notes will also be 
deleted and/or shredded at that time.  All transcriptions will have identifying elements removed 
so the transcriptions can be saved as data.   
Once the interviews were transcribed, I began to analyze the data.  As I looked at the 
data, I reflected upon Stake’s (1995) idea that, “Often, the patterns will be known in advance, 
drawn from the research questions, serving as a template for the analysis.  Sometimes the 
patterns will emerge unexpectedly from the analysis” (p. 78).  The only two patterns I kept in 
mind as I coded the data were the benefits and challenges of the model.  I completed three stages 
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of coding as I analyzed my data: initial coding, focused coding, and thematic coding.  I began 
with initial coding (Saldana, 2009), and sorted the data by its contents, using in vivo coding to 
find patterns within the data (Creswell, 2013, p. 185; Saldana, 2009, p. 56).  I did not use a priori 
codes, which have already been determined in the literature (Creswell, 2013).  After looking at 
all my codes, I employed focused coding to collapse them into major themes (Creswell, 2013) 
(Saldana, 2009).  As Saldana (2009) recommended, I coded one transcript at a time.  However, I 
went back through the transcripts again recognizing that subsequent transcripts impacted the 
coding of previous transcripts.   
I used four strategies to ensure that my understanding of the data was valid: clarifying 
researcher bias, rich, thick descriptions (Creswell, 2013; Creswell, 2014), “validity-as-reflexive 
accounting,” in which I deeply reflected upon the words of the participants to understand their 
intended meaning, taking into account each person’s position (Altheide & Johnson, 1994, p. 
489), and an external audit (Creswell, 2014; Erlandson et al., 1993).  Due to the fact that I have 
been deeply involved in this program from its inception, I believe it is important for me to further 
clarify my involvement and investment in the program (Creswell, 2013; Mirriam, 1988).  
Additionally, I have withheld my judgments of the program as I described it, so the reader is 
presented with an unbiased view of the program (Erlandson et al., 1993).  
Role of the Researcher and Relationship to the Tillamook Model 
I have been actively involved in the development of the Tillamook Model from the 
brainstorming phase.  As an administrator in the Clinical Practices Office and the TeachOregon 
grant site coordinator for George Fox University, I collaborated with administrators at the school 
district and university to ensure that both sides were represented and supported in the creation of 
the model.  I helped to establish a framework for the model, recruited teacher candidates to 
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participate, coordinated student teaching practicum placements, and supported the teacher 
candidates and Teacher Education Associate during the student teaching experience.  I was the 
point person when challenges arose within the project, and continuously collaborated with 
stakeholders to ensure that proper changes were implemented within the model to strengthen it.  I 
was present when the teacher candidates moved into their homestays, and regularly checked-in 
with them during their student teaching.  I conducted interviews with each teacher candidate 
following their immersion practicum experience.  Additionally, I conducted interviews with two 
host families, school district personnel, and a university administrator.  
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CHAPTER 2 
THE DEVELOPMENT OF THE TILLAMOOK MODEL AND  
ITS CRITICAL ELEMENTS 
 
Introduction 
This chapter discusses the process and essential components of the Tillamook Model, and 
how the collaborators were able to create a system that supported both the George Fox 
University teacher candidates and the rural Tillamook School District.  This chapter identifies the 
key players in the process and their roles.  I introduce the framework of the program: district and 
university liaisons, on-site supervisor, field trip to the district, collaboration between the district 
and the university for homestays and student teacher placements, introduction of the candidates 
and their families to the homestay families, and support of the candidates as they were settled 
into their homestays. 
I discuss how co-teaching was introduced to the district, and cite literature surrounding 
co-teaching.  Further, I explain the homestay process and how it has evolved over the past few 
years. 
Meeting the Needs of a Rural School District 
Tillamook School District is so far removed from the I-5 corridor that the district rarely 
has the opportunity to host teacher candidates.  The Tillamook Model creates a pathway for 
teacher candidates to complete a rural student teaching experience, during their full-time student 
teaching practicum, by placing student teachers in homestays with community families.  The 
teacher candidates are assigned a cooperating teacher with whom they co-teach, and they attend 
co-teaching trainings. 
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Over the past two years, the Tillamook Model has enabled six teacher candidates, four 
host families, and six cooperating teachers to participate.  The candidates lived in homestays 
with local families who volunteered to host the teacher candidates.  Two of the host families 
were Latino, and two were white.  Two had children at home, and two did not.  All of the host 
families were connected to Tillamook School District either through employment or through 
their children’s attendance.  
In order for the model to operate successfully, many vital pieces must be in place.  As we 
explore the critical elements of the model, I believe it is important to again point out that George 
Fox University and Tillamook School District have been in partnership since the early 2000s, 
and have collaborated on multiple projects (M. Shelton, personal communication, September 24, 
2016).  The relationship between the two educational entities is built on trust and establishing 
mutually beneficial arrangements. 
Critical Components of the Tillamook Model 
There are a number of important components to the collaborative effort between George 
Fox University and the Tillamook School District.  The efficient integration of these elements 
and individuals comprise the Tillamook Model and together make it an effective and innovative 
teacher preparation program for rural school districts.  Most notable among these critical 
components are the Tillamook Model design team, host families, teacher candidates, school 
district support, university support, and external financial support. 
The Tillamook Model Design Team 
 
The Tillamook Model Design Team consists of the Grant Writer/Foundation Director for 
Tillamook School District, the Tillamook TeachOregon Site Coordinator, the George Fox 
TeachOregon Site Coordinator, and the Director of Strategic Partnership at George Fox 
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University.  The team has collaborated on candidate recruitment, candidate housing, co-teaching 
training, the practicum experience, hiring a University Supervisor from Tillamook, the potluck to 
bring the families together, and the stipend for teacher candidates and host families, to name a 
few items.  While the team collaboratively makes decisions regarding the program, each 
individual plays a particular role.  The Grant Writer/Foundation Director oversees the financial 
aspects of the program.  The TeachOregon Site Coordinator for the district arranges the host 
families and logistical components in Tillamook.  The Director of Strategic Partnership 
advocates for the program with the university, and the TeachOregon Site Coordinator for the 
university recruits teacher candidates and coordinates the program on the university side.      
Host Families 
From the initial brainstorming phase, the design team felt it was important to place 
teacher candidates in homestays with Latino families.  The idea of engaging candidates in an 
experience where they could be fully engaged with another culture was an important aspect of 
the rural student teaching experience.  According to Schmidt-Rinehart and Knight (2004), the 
homestay is a pivotal component in a student’s experience abroad.  A homestay provides the 
opportunity for a student to live with another family while they are studying abroad.  They are 
traditionally connected to an experience in which students are looking to grow in both their 
foreign language development and their cultural acquisition (Gutel, 2008).  According to Paige, 
Cohen, Kappler, Chi, & Lassegard (2009), students who live in a homestay have direct exposure 
to the culture of the family with which they are staying, providing them with a unique 
experience, as they have the opportunity to be fully engaged with a family.  Ingram (2005) noted 
that the homestay was a highly influential component of the study abroad experience.  In his 
study, the homestay had the greatest weight in a student’s second language and cultural 
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acquisition.  Ingram found that of the 17 students who participated in his study, five commented 
that the host family experience was the best part of their abroad experience, whereas four said it 
was the most challenging.  One student, who noted that it was difficult, also stated that it was the 
best part of their experience.  Of the 628 participants in Gutel’s (2008) study, 32% of females 
and 43% of males said their homestay experience was vital, and 34% of females and 26% of 
males commented that it was a “very important” part of making their time overseas so valuable 
(p. 178).   
According to Ingram (2005), an important component of the homestay is making a 
“match” with the host family based on the needs of the students (p. 216).  Gutel (2008) found 
this to be true as well.  In her study, she found that both male and female students said it was an 
important factor in whether or not they had a good experience (p. 179).   
A study conducted by Knight and Schmidt-Rinehart (2002), which examined the host 
family’s perspective of the homestay, found that many students studying abroad may not be fully 
tapping into the valuable resource a host family can provide, with regard to the growth in their 
cultural understanding and their second language development.  The researchers suggest that the 
institution sending their students needs to take more responsibility for creating effective 
homestays, to engage with the host family and the students on another level.  The host families 
need to be viewed as a resource, and more inquiry into how best to support the homestay aspect 
of the program is necessary.  
Knight and Schmidt-Rinehart (2010) had students keep a record of the time they spent 
with their host family.  This provided opportunity for students to think about whether they were 
spending enough time with the host family to boost their language skills.  
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A study conducted by Hardison (2014) found that all 24 of their students who went 
abroad to Germany had a favorable experience with their host family.  Multiple students reported 
gaining language support from their host families.  Additionally, students were supported in their 
understanding of the “history and culture” of the host country (p. 433).  Gutel (2008) found that 
many of the students who participated in their study commented that their host family provided 
them with opportunities to understand their culture in ways unimaginable to them had they not 
lived in their homestay.  Specifically, 22% of females and 23% of males said the host family 
made their interaction “much easier,” and 30% of females and 32% of males said they “made it 
easier,” to venture out into the community (p. 177).  In the same study, nearly all male and 
female students commented to some degree on the importance the host family played in helping 
them understand the culture of their country of study.  Only 2 percent of females and .9 percent 
of males said the homestay element did not matter.  
In the 2002 study conducted by Knight and Schmidt-Rinehart, host families reported that 
many students easily acclimated to their homestay experiences.  The families shared that when 
students come for a whole semester, it usually takes the first two weeks for students to adjust, 
whereas when they come for summer term (about four-six weeks), it takes a couple of days.  The 
researchers found that many families try to provide additional support for students at the 
beginning of their experience in recognition of this time of acclimation.  Support included 
engaging the students in dialog. 
In this study, the host families said that students who were the most receptive to the 
family had the easiest time adjusting (Knight & Schmidt-Rinehart, 2002).  Paige et al. (2009) 
stated that students who understand that they are stepping into a new culture, and that it may not 
be everything they imagine, will have an easier time acclimating to their homestay.  Knight and 
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Schmidt-Rinehart (2002) also commented that the ease of connecting with home via technology 
made it challenging for students to fully integrate into their new surroundings, and students who 
have strong connections with their families back home were more likely to become homesick. 
Knight and Schmidt-Rinehart (2002) found that host families believed students were able 
to step into the experience with greater certainty when they were better prepared for their trip by 
knowing about the family and the region in which they would be staying.  Some host families 
pointed out that students struggled to know enough about the mores of their host families.  These 
misunderstandings about appropriate behavior, concerning such things as snacking and dressing 
properly, caused momentary contention between students and their host families.     
An interesting fact, found in Knight and Schmidt-Rinehart’s (2002) interviews of host 
families, is that when students were paired with another student in the same homestay, they did a 
better job acclimating to their surroundings.  Gutel (2008) found that students had a smoother 
transition, and better experience when they had a roommate.  However, when they were placed 
in their home independently, they were more likely to connect with their host family.  The host 
families in Knight and Schmidt-Rinehart’s study used the word “convivencia” frequently, which 
essentially means peacefully living together (p. 194).  The term implies that students who are 
coming to live with the families are doing so to embrace a new culture, and that host families are 
not altering their ways to accommodate the students’ needs.  The researchers note that it is 
important for students to remember they are coming to learn from the family.  While host 
families recognized that students need to be reassured that their host family environment is safe, 
the participants of Knight and Schmidt-Rinehart’s study remind the researchers that the family is 
also stepping into uncharted territories by welcoming unknown students into their home.  The 
host families interviewed in their study reported that the adjustment for students was much less 
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severe than in years past, suggesting that the change was because the students’ families at home 
and the families they stayed with were more evenly matched in terms of household income.  
Researchers did question whether or not host families were being honest with the researchers in 
fear that they would not be asked to participate again (Knight and Schmidt-Rinehart, 2002). 
Interestingly, in Richardson’s (2004) study, families recognized that while the students 
were coming to learn from the host family, the host family could not help but be introduced to 
the student’s background as well.  She notes that the Australian families in her study said that 
they needed to make adjustments to their lives to support the student living with them, which in 
turn caused “culture shock” for the host families (p. 5).  Ageyeiwaah, Akyeampong, Adutwum 
Boakye, & Boateng Adu-Gyamfi (2014) note that roughly 75% of their host family participants 
reported some degree of “culture shock” (p. 445).  In Knight and Schmidt-Rinehardt’s (2002) 
study, when researchers asked the families what the adjustment period looked like for them, the 
families reported that one of the challenges they faced was the difference in foods or the amount 
of food the visiting students were accustomed to eating (Knight and Schmidt-Rinehart, 2002).  
They found it most challenging to meet the needs of students with special dietary restrictions 
such as a vegetarian diet.  The families also commented on the lack of information they received 
from the college about their candidates and how to support them.  Richardson noted it may be 
beneficial to intentionally expose host families to the cultures of their visiting students.    
In their study, Knight and Schmidt-Rinehart (2002) found that most host families 
supported their students in their understanding of the new culture, and in the development of 
their second language skills.  The families invited the students to attend cultural events  
with them and invested in them as fellow family members.  Additionally, the families 
interviewed said that when the student was open to it, they helped the student with their language 
  
39
development.  They would offer to correct the way a student said a word, made rules about only 
speaking Spanish during certain times, and posted notes in the home to help students identify 
objects in their second language.  Interestingly, one of the students in Maximizing Study Abroad 
commented that her three-year-old host brother corrected her pronunciation at one point, and it 
caused her some discomfort (Paige et al., 2009).      
With respect to the challenges that host families reported in the study conducted by 
Knight and Schmidt-Rinehart (2002), a majority of the families said they tried to correct 
challenges they had with students independent of the institution, and chose not to report them to 
the student’s institution.  The biggest challenges host families and students faced were dietary 
differences, local phone use, limited time with one another, difference of opinions in cleaning up 
after themselves, and co-ed relationships.  The students who were staying with the host families 
in Mexico did not necessarily understand that they needed to use their calling cards for all calls.  
As the students were busy with their studies and traveling to see different parts of the country, 
they often had limited engagement with the families.  The families shared that students often 
chose the seclusion of their rooms when they were home. The hosts from Spain stated that they 
expected students to understand that it was up to them to engage with the family, as opposed to 
staying in their rooms, waiting for an invitation to spend time with the family.  Another 
challenge was the difference in opinion as to what was acceptable housekeeping.  Some of the 
students struggled with keeping their room clean.  In Maximizing Study Abroad, the authors 
caution students that challenges are bound to arise in the homestay.  They recommend students 
look into their host family’s culture ahead of time and recognize that things may be difficult as 
cultures and differing personalities interact (Paige et al., 2009).  
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In their study, Rodriguez and Chronet-Roses (2014) looked at the way students viewed 
their abroad homestay experience, specifically how the student expected their relationship with 
the family to look, what things impeded or enabled the relationship between the student and their 
host family, and how they viewed their relationship with the host family upon completion.  In 
this eight-week experience, the host families were expected to provide breakfast for the 
candidates, as well as a place to fix their own dinner, and a place to sleep.  Before the trip, 
candidates were surveyed about their preferred host family accommodations.  The majority of 
the 42 students in this experience had at least one roommate, some two, and only a few lived by 
themselves with their host families.  The homestay families varied to some degree in their 
English proficiency.  Most of the students lived in a placement where, at a minimum, one of the 
family members was an English speaker.  Rodriguez and Chronet-Roses explain that over half of 
the students were disappointed in their homestay experience because, based on their own view of 
family, they did not feel as though they had become another family member.  Other students 
were either pleasantly surprised at how much more time the family tried to spend with them, or 
they felt like they had the experience they anticipated.  The researchers caution those who plan 
these abroad experiences to be careful how they explain the homestay experience to students, as 
many of them will imagine it to be similar to their understanding of their own families, which 
could negatively impact their experience. 
When the researchers looked at the factors contributing to a solid or challenged 
experience, they found that whether or not the host family spoke English weighed heavily on the 
students’ experience (Rodriguez and Chronet-Roses, 2014).  When the candidates were placed in 
a home with a family who spoke more English, they had a better experience than students who 
were with a family who knew little English.  Another factor that impacted the host 
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family/candidate relationship was the difference in their schedules.  The candidates spent so 
much time at school and traveling when they were not in class, there was limited time for 
engagement with the families.  Some students wanted to strengthen their relationship, and chose 
to make adjustments to their personal schedule so as to create extra pockets of time they could 
spend with their family. The candidates shared breakfast with the families on a daily basis, a 
built-in element of the program, and some shared other meals with them.  A handful of the 
candidates who did not have constant interactions with the families noted how they wished they 
would have.  
Another factor that impacted the engagement between host families and candidates was 
the space in which the students lived (Rodriguez and Chronet-Roses, 2014).  When the students 
lived in an attached apartment, they felt the lack of interaction with the host family, but 
appreciated having their own space.  When students shared space with the families, they 
appreciated the engagement, but desired privacy.  An interesting finding in their study was that 
the first encounter between a candidate and their host family impacted the subsequent 
relationship they had (Rodriguez and Chronet-Roses, 2014).  If the initial encounter was positive, 
it affected the relationship in a positive manner, whereas if they had a negative initial experience, 
it negatively impacted the student’s experience with the family, creating tension between the 
candidate and host family.   
These findings not only impacted the way researchers feel the experience needs to be 
explained to prospective students, but also the way the experience is described to prospective 
host families (Rodriguez and Chronet-Roses, 2014).  Researchers recommend sharing with the 
families that the more they try to engage the candidates, the stronger their experience will be.  
Interestingly, a study conducted by Castaneda and Zirger (2011), found that host families were 
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very intentional to engage with their candidates and helped them interact with the community.  
When they recruited host families, the program coordinator was proactive, requesting the 
families include the candidates in their everyday lives.  According to Castaneda and Zirger, the 
way in which the families included the candidates in the three-week experience made them feel 
like they belonged, and helped them take full advantage of the opportunity to grow in their 
language acquisition and cultural understanding.  Researchers say there was “abundant trust 
between host families and students” (p. 559).  They commented on the host family’s 
commitment to engaging the candidates by involving them in relationships with their extended 
families and friends, and the candidates expressed trust by trying to speak Spanish while 
engaging with individuals in the community (Castaneda and Zirger, 2011).  A study conducted 
by Shiri (2015) found that 97% of the 72 participants agreed that their homestay during their 
Arabic focused abroad experience provided them with a better perspective on the culture than if 
they had lived independent of a host family.  Additionally, 95% agreed that the homestay is an 
essential piece of a student’s abroad experience, and 92% agreed that it provided them with a 
bridge to the community.  Some of the host families spent additional time with the candidates, 
time beyond sharing meals.  56% of the students found this to be the case in their homestay.  
In regards to why host families welcome individuals into their home, Ageyeiwaah, 
Akyeampong, Adutwum Boakye, & Boateng Adu-Gyamfi’s (2014) say that in Ghana, it is 
highly looked upon by community members to open your home.  Richardson (2004) explored 
how the homestay could create an opportunity for both the student and their host family to grow 
in their cultural awareness.  In her study, Richardson inquired as to why host families opened 
their homes to students.  She found that while some did it for the income that comes with hosting 
a student, others did it to impact their children.  Additionally, some wanted a “cross-cultural 
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experience” (p. 3).  One host parent specifically did it to counteract their child’s prejudices and 
another discussed how the opportunity provided a diverse learning opportunity for their children.  
Richardson shared that by hosting a student in a homestay experience, they were able to give 
their children a glimpse into another culture when they were not economically able to send their 
child abroad.  Although the host families in Ageyeiwaah, Akyeampong, Adutwum Boakye, & 
Boateng Adu-Gyamfi’s study were hosting adult travelers, they said that the travelers brought 
knowledge to their children by engaging with them in conversation, essentially allowing the 
children of the host families to “study abroad” (p. 444).                  
In addition to creating opportunities for host family children to experience a different 
culture, some individuals opened their home to fill the void of their children having moved away 
(Richardson, 2004).  According to Richardson (2004), the homestay can create, in a sense, a 
family feel for both the student living abroad and the host family welcoming the student.  She 
said that some host parents noted that they had become second parents to the host student.  
 In the case of the Tillamook Model, the design team thought it would be easy to find 
families who wanted to host candidates in their home because there was a growing Latino 
population in the community.  However, during the initial run the team struggled to find families 
to host the two young women who were set to pilot the program.  At the last minute, two 
Caucasian school district employees offered to host the candidates in their homes.  The team was 
thankful to have homes for the candidates, but felt discouraged that they were unable to reach the 
population they felt to be an important component of this practicum experience.  The initial host 
families cared for the students and helped them acclimate to the community.  We were fortunate 
that one of the host family mothers was the Tillamook TeachOregon Site Coordinator and also a 
part of the design team.  She and her husband were able to give the team critical feedback about 
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the experience.  One of their suggestions was to provide host families with a copy of the George 
Fox University Life Style Agreement so families knew what to expect from their candidates, 
easing nerves of families with children in the home.  They were able to share with the design 
team that the teacher candidates needed designated cupboard and refrigerator space.  
Additionally, they pointed out that the design team needed to encourage the host families and 
teacher candidates to break bread with one another, and participate in family activities.  Out of 
these suggestions came two things: 1) The TeachOregon Host Family and Student Teacher 
Guidelines (Appendix E), and 2) gift baskets for the host families that included a gift certificate 
for pizza, movie tickets, a board game, and a gift certificate for ice cream at the Tillamook 
Cheese Factory.  The team did not want “family time” to be an additional expense for host 
families or teacher candidates, discouraging anyone from participating. 
Once the first round of teacher candidates were settled into their placements, the design 
team collaborated on how they could reach out to the Latino community to foster relationships 
and explain the purpose of the homestay.  The team believes that the homestay not only benefits 
the teacher candidates by allowing them to see the daily lives of a culture that does not mirror 
their own, but also benefits the homestay family as they are able to have a college student come 
and be a part of their family.  The hope of the design team was that the presence of a college 
student in the home would spark an interest in attending college in the children of the homestay 
family.  We began to collaborate with the district’s Latino Family Liaison, the district’s Director 
of Educational Equity/Title Programs, the Open Campus Education Juntos Coordinator, and the 
Open Campus Education Coordinator from Oregon State University’s Tillamook branch, all who 
explained that it would take time to build trusting relationships.  They brainstormed with us 
about families who may be interested, some of whom had students at the high school.  The 
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Tillamook TeachOregon Site Coordinator, who also happens to be a high school math teacher, 
connected with the students and began introducing the idea to their families.  Over the next few 
months, the team focused on fostering relationships with district families, as well as with their 
trusted allies in the community.  As we prepared for the spring semester, with four students 
slated to student teach in the community, we had two host families on board: one Caucasian, and 
the other Latino.   
Prior to the candidates leaving for Tillamook, one of the teacher candidates needed to 
back out due to heath challenges.  This meant that three young women were bound for 
Tillamook; two of them to live with the Latino host family and one with the Caucasian family.  
Due to an unforeseen challenge, which will be addressed in chapter four, the two students slated 
to live with the Latino host family did not stay in the community for their student teaching.  This 
challenge revealed the need for a Teacher Candidate Contract (see Appendix F).  Additionally, 
the host family recommended we provide an opportunity for the host families, teacher candidates 
and their families, and district and university faculty and administrators to come together and 
share a meal.  Additionally, a specific move-in date was implemented.  At the time of 
candidates’ arrival to the district, the university TeachOregon Site Coordinator was present, and 
stayed for a few days while the teacher candidates, their host families, and cooperating teachers 
acclimated to the experience.  
The following year, three young women were set to student teach in Tillamook.  Two 
Latino host families opened their homes to the students.  One of the families had offered to host 
candidates the year before, and the other was new to the program.  Two students who were not 
bilingual were slated to live with one family, and one student who was bilingual in English and 
Spanish was slated to live with the other family.  All three women and their host families 
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successfully completed the semester.  At the end of the experience, both families were eager to 
host teacher candidates from George Fox again in the future.  Both host families, “kids and all” 
were present at the school board meeting after the experience, when an update was given to the 
school board about the Tillamook project (D. Klumph, personal communication, September 24, 
2016).    
Spring 2017 finds two young women student teaching in Tillamook.  One working to 
become bilingual, and the other an English speaker, they are living together with one of the 
families who hosted a teacher candidate the previous year. 
Teacher Candidates 
 
Consistent with the research found in the scholarly literature, recruiting teacher 
candidates for the rural experience was not an easy task.  Simply put, recruiting candidates took 
time.  Candidates needed time to process the idea, time to go and preview the district, and time to 
plan for their experience.   
In the spring of 2014, the spring prior to our pilot year, in preparation for our first 
semester, we took six candidates over to the coast to preview the district.  All six decided to 
complete their full-time student teaching there.  Two would participate in the coming fall and 
four in the spring.  The two fall candidates successfully completed their practicum in Tillamook.  
One student successfully completed the practicum in the spring, as one student needed to step out 
due to health reasons, and the other two decided not to go for reasons unmentioned.  Throughout 
the pilot year, the design team learned a great deal about holding candidates accountable, and 
implementing additional supports to help them adapt to the culture of the community.  
 During the spring of the pilot year (2015), eight teacher candidates visited Tillamook.  Of 
those eight, three decided to complete their full-time student teaching in Tillamook.  
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Interestingly, it was at this time that the university introduced the opportunity to student teach 
internationally.  Of the eight, three students decided to student teach internationally, which 
caused us to wonder if the absence of the international option would have left more students 
interested in Tillamook.  
 In the spring of 2016, four candidates visited Tillamook, one of whom knew they would 
be unable to student teach there but was interested in teaching in the community after graduation.  
Of the four, two decided to complete their full-time student teaching there.  They are currently 
student teaching Spring 2017.  Both candidates live with the same host family, a family that 
hosted one candidate the previous year.  
Support of the School District 
 
Having the support of school district administrators, teachers, and staff has been a vital 
component of this partnership.  All of the building administrators who hosted teacher candidates 
have been key collaborators as we discuss the best placement for each of the student teachers.  
They have taken the time to discuss the strengths of the candidates, as well as the areas in which 
they need support to appropriately match teacher candidates with strong mentor teachers.  The 
building principals have also opened their schools to teacher candidates for elaborate field trips 
in which the candidates have been able to see nearly each kindergarten – sixth grade teacher 
engaging with their students.  They have taken the time to sit and explain to candidates what 
makes their district and building unique, and have welcomed them with loving arms when they 
chose to teach in their building.  Although they have extremely busy schedules, they have 
supported co-teaching, and observed candidates student teaching in their buildings.  The 
principals have genuinely tried to make the teacher candidates feel as if they were part of the 
teaching staff.  
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At the district level, the school district’s Grant Writer/Foundation Director has been a 
part of the development of the immersion experience from day one.  Together, the Grant 
Writer/Foundation Director and the Tillamook TeachOregon Site Coordinator initially dreamed 
up the experience on their way home from a TeachOregon PAC meeting.  Their initial idea was 
to have candidates live with a broad range of community members who were willing to host a 
candidate, but then thought that through having them live with Latino families, the candidates 
would become familiar with another culture (D. Klumph, personal communication, September 
24, 2016).  The district’s Grant Writer/Foundation Director has been an advocate on behalf of the 
school district, and helped to design what the experience needed to look like to support the 
district.  His involvement with TeachOregon PAC is tireless.  He was a part of the initial grant 
proposal for the TeachOregon PAC, and advocates strongly for the TeachOregon mission.  He 
has been a part of the co-teaching celebrations, the district preview field trips, meetings with 
candidates and host families, and has helped the team navigate through challenging situations.  
He and his assistant have been responsible as well for ensuring that the teacher candidates and 
host families receive their stipends.  Additionally, he is a resource for the candidates while they 
are in Tillamook in case of emergency.   
The Superintendent of the district supports the Tillamook Model.  He has been a critical 
member of the team’s success, as we have been able to collaborate with him when we encounter 
challenges that needed the attention of school district leadership.  During the preview trip, he has 
made time in his schedule to meet with candidates and share about the district.  The 
Superintendent has acted as a sponsor of the Tillamook Model on behalf of the district.  
 The Tillamook TeachOregon Site Coordinator has been an indispensible player in this 
partnership.  She has coordinated the homestay families for the candidates, establishing authentic 
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relationships with families in the community.  Additionally, she has taken the lead in organizing 
the gathering for the candidates, their families, and the host families.  She has been a part of 
designing the immersion experience since the beginning, and was a part of the initial grant 
writing for the TeachOregon PAC.  The candidates have her mobile phone number and know she 
is one of their initial contacts should an emergency arise while they are in Tillamook.  The 
Tillamook Site Coordinator has worked alongside the other site coordinators to co-plan and co-
deliver co-teaching trainings to teacher candidates and cooperating teachers who have 
participated in the Tillamook Model.        
 Within the Tillamook Model, we have been fortunate to have six great cooperating 
teachers support our teacher candidates in their full-time student teaching experience.  
Additionally, we have had other teachers offer support to our candidates through ESOL 
observations.  The cooperating teachers have embraced co-teaching, the model chosen to support 
teacher candidates and cooperating teachers during the student teaching experience.  It is 
important to note that Tillamook School District has a strong mentoring program for their new 
teachers.  On two occasions, teacher candidates have been placed with a cooperating teacher who 
was also a district mentor.  In this partnership, the candidate was able to experience the supports 
offered to new teachers, and be a part of conversations between mentors and mentees. 
Support of the University 
 
The undergraduate teacher preparation department has been an important partner in this 
collaborative.  In addition to giving their blessing to the project, they have allowed teacher 
candidates to attend senior seminar courses required for their bachelor degree remotely.  
Moreover, they have advocated for teacher candidates to be able to take classes outside the 
department remotely, and supported them from a distance.  They have invited the George Fox 
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University TeachOregon Site Coordinator into their classrooms to share about the model, and 
have excused teacher candidates from classes to attend the preview field trip, creating alternative 
assignments for them to reflect on their experience.  
The Director of Strategic Partnerships paved the way for this collaborative as a writer on 
the original TeachOregon grant for the PAC.  They have been, and continue to be, a critical 
partner to the school district in ways beyond this collaborative.  A large component of the trust 
built between the university and the school district is due to their genuine enthusiasm in 
supporting the community.  Throughout the growth of the Tillamook Model, they have played 
the role of advocate and advisor. 
The Clinical Practices Office of the university has been very supportive of this practicum 
experience, as they recognize the need for diverse practicum experiences with quality mentors.  
They view the Tillamook Model as a way to provide diverse practicum experiences with ESOL 
endorsed teachers.  They have been responsible for arranging practicum experiences for teacher 
candidates, and working with the university supervisor hired to support the candidates while they 
are in Tillamook. 
The Dean of the College of Education has been a great advocate for this program.  His 
support was needed in order for this model to be initiated.  He has been an advocate and advisor 
during the challenging times of this program.  Additionally, he acts as sponsor of the Tillamook 
Model on behalf of the university.  He has been instrumental in drafting formal agreements 
between the university and school district.   
The Provost’s engagement with this program has mainly been evident during times of 
challenge.  The Provost has been a key collaborator in helping the team as they navigated 
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through uncharted territory.  She has been wise council, speaking on behalf of the university.  
Additionally, she has offered encouragement towards continuation of the model.  
As the George Fox TeachOregon Site Coordinator, I have done a great deal of the ground 
level work.  For the majority of this project, I was a member of the Clinical Practices Office and 
worked with the principals to arrange the student teaching practicum experiences.  I was the one 
who traveled with the teacher candidates during their field trips, and supported the candidates 
while they were in their experience.  I worked with the district to hire a retired teacher to act on 
behalf of the university as the Teacher Education Associate (teacher candidate supervisor).  As 
the site coordinator, I have been an active member of the Tillamook Model Design Team.  
Roughly once a month, I traveled to Tillamook to check in on the teacher candidate(s).  At this 
time, I would observe them in the classroom and make every effort to connect with the 
candidate(s) to see how they were doing.  I would also check in with the cooperating teacher.  
During year two, I was in Tillamook when the candidates moved into their homestays, and 
remained in the community for a few days while the candidates got settled.  While this 
experience does not parallel the study conducted by Moseley et al. (2008), we drew inspiration 
from their experience of having a faculty member accompany the students while they adjusted to 
their new surroundings.  
As the George Fox University TeachOregon Site Coordinator, I have been active in the 
planning and delivery of the co-teaching trainings provided for Tillamook cooperating teachers 
and teacher candidates.  I have helped to coordinate the gathering that teacher candidates attend 
with their families and the host families.  It has been my responsibility to coordinate with the 
district on all logistics of the practicum, as well as to be the first responder if there are any 
challenges either with co-teaching or the homestay. 
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One of the pieces the design team felt strongly about was having the University 
Supervisor based in Tillamook.  The university was able to collaborate with the school district to 
hire a teacher who had recently retired from the district, and who was interested in supervising 
the student teachers during their practicum.  As many of the candidates were completing their 
ESOL endorsement while in Tillamook, an essential piece of the puzzle was ensuring that this 
educator had the proper endorsement.  The individual hired to act as the Teacher Education 
Associate had taught in the district for over 30 years.  Throughout his career, he had established 
strong relationships with teachers and administrators, making him an important team member in 
this partnership.  This individual has not been just a sideline observer.  He has participated in co-
teaching trainings alongside the cooperating teachers and teacher candidates. In addition to this, 
he has attended supervisor trainings on the university campus to discuss the roles and 
responsibilities of supervisors with the other teacher education associates.  This has allowed him 
to build community with other supervisors, calibrate evaluation scores, and receive support from 
the Clinical Practices Office.  
External Financial Support 
 
Because TeachOregon PAC has backed the project, teacher candidates and host families 
have received a small monthly stipend.  The teacher candidates receive $240 each month and the 
host families receive $250 per month.  The stipends were initiated so that money would not be an 
access barrier for either candidates or host families.  
In the Tillamook Model, the teacher candidates do not pay for lodging.  This is different 
from the university’s student teaching abroad program in which the candidates are responsible 
for financing their own housing which can range from roughly $500-$1200 (Y. Tran, personal 
communication, September 18, 2016).  The design team recognized that utilities costs would 
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increase for host families when candidates were living with them.  Additionally, the design team 
anticipated that although it was not expected, many host families would invite candidates to 
share meals with them.      
 While the university encourages teacher candidates to step away from their jobs while 
student teaching, the design team recognized that for some, this might not be an option.  The 
desire of the design team was that candidates would not be discouraged, due to financial 
hardship, from taking advantage of this opportunity.  Whether or not teacher candidates had to 
work while student teaching, the design team recognized that they would occasionally need to go 
to campus and wanted to ensure they had gas money to get to and from campus.  Additionally, 
the student teachers would not be able to be on a George Fox University meal plan, and might 
need assistance with groceries.  A study conducted by Gerard, Lapointe, Ralph, and Walker 
(2013) found that the two candidates who participated in the remote placement were negatively 
impacted by the travel costs of their experience.  Additionally, one expressed discouragement 
because they were not able to retain their part-time job.    
 In addition to the stipends for teacher candidates and host families, the grant funded 
mileage for the TeachOregon site coordinators and design team members to go between the 
university and Tillamook.  The grant covered the mileage reimbursement for the university 
supervisor and cooperating teachers to attend co-teaching trainings.  Additionally, the grant 
provided a small stipend for the cooperating teachers for their participation in the co-teaching 
workshops.  This stipend was in addition to the stipend that they received from the university for 
hosting a teacher candidate.  The grant covered the costs of the field trip, as well as the host 
family gathering.  It also paid for the welcome baskets provided for the host families.   
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Facilitating Processes 
 In order to facilitate the Tillamook Model, a number of interpersonal dynamics had to be 
considered.  Some of these considerations consisted of the ordinary, even mundane, matters of 
preparing host families and teacher candidates for the program, such as helping teacher 
candidates with their move-in date, and assisting host families and teacher candidates in getting 
acquainted.  Other considerations were more formal and required special and specific 
documentation, such as a contract outlining teacher candidate responsibilities. 
Move-in Date 
  
Initially, the teacher candidates were able to coordinate their move-in date with their host 
family and arrive when they felt it was best.  However, the second semester into the pilot year, it 
became obvious that a clear-cut move in date, the weekend before school started needed to be 
established.  As it currently stands, the teacher candidates move into their homestay the Saturday 
afternoon before they are to report to their school.  This allows them Sunday to get settled and be 
ready for school Monday morning.  The teacher candidates coordinate with the host families and 
me, the George Fox University TeachOregon Site Coordinator, about the time they will be 
moving in.  The site coordinator meets them at the house and helps them move in.  I am there to 
answer questions that arise for the teacher candidate and the host family.  While the host families 
are made aware of the accommodations the candidates need before they arrive (see Appendix E 
for the Host Family and Student Teacher Candidate Guidelines for more information), I (the site 
coordinator) make sure the teacher candidates have a private room to live in, have access to a 
restroom, have cupboard and refrigerator space, and feel confident in knowing where the local 
grocery store and their school is located.  I, the George Fox University TeachOregon Site 
Coordinator, stay in Tillamook for a few days once the candidates have moved in.  I check in at 
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the schools to be sure teacher candidates and cooperating teachers are feeling comfortable with 
the co-teaching model, and make sure they are comfortable with all the components of the 
practicum experience.  
Teacher Candidate Contract  
 
One of the challenges we encountered the second semester of the pilot year was having 
teacher candidates back out of the placement once they moved to Tillamook.  This caused a 
variety of challenges, which will be addressed in chapter four.  It was decided after the pilot year 
that teacher candidates needed to sign a contract that said they planned to participate (see 
Appendix F), as a means of accountability.  The contract was created in collaboration between 
the two TeachOregon site coordinators.  It stipulates that teacher candidates who back out of 
their placement for any reasons beyond those approved by the TeachOregon PAC will not be 
given a different placement until the next semester.  Teacher candidates are asked to sign and 
return the contract the semester before they are slated to student teach in Tillamook.  
Host Families/Teacher Candidates Potluck 
 
During the pilot year, we had the opportunity to visit with the host family whose 
teacher candidates left after arriving in Tillamook.  They suggested we have a potluck at which 
the host families and the teacher candidates’ families could meet and share a meal together.  The 
first year, one of the host families wanted to cater the potluck at their home.  It became a large 
gathering very quickly as the teacher candidates and their families were in attendance, in 
addition to the school and university administration, and the TeachOregon site coordinators. 
The second year, the potluck looked a bit different as the group met at the host family’s 
food cart to share a meal.  Following this, the teacher candidates and their families were 
encouraged to drive past the host family’s home so they could see where their candidate would 
  
56
be living during their stay in Tillamook.  We were surprised at how much this event was needed 
and appreciated.  At the event, both the host family and the teacher candidates’ families were 
able to have their questions answered. 
Preparing Host Families and Teacher Candidates  
 In order to help host families understand what is required of them to support a teacher 
candidate, the Tillamook and George Fox University TeachOregon site coordinators created the 
Host Family and Student Teacher Candidate Guidelines (see Appendix E).  Additionally, they 
created a document to help teacher candidates prepare for their experience with contact 
information for the site coordinators, the move-in date, student teaching start date, and the 
beginnings of a packing list (see Appendix G).  Based on recommendations by participants of the 
program, in the fourth round of the Tillamook Model, teacher candidates had the opportunity to 
meet with members of the design team where they were encouraged to have conversations with 
the host family in regards to house rules and shared space.  Additionally, they were encouraged 
to spend time with the host family.   
Field Trip 
In the spring, teacher candidates are invited to attend a field trip to Tillamook to preview 
the school district.  Initially, I, the George Fox TeachOregon Site Coordinator, would go into one 
of the education classes to inform prospective teacher candidates that they can do their student 
teaching in Tillamook.  I would invite them to come on a field trip to preview the district to see if 
it would be a good fit for the students.  In the spring of 2016, two of the three candidates who 
completed their student teaching in Tillamook spoke to the next wave of recruits.  They had the 
opportunity to share the positive parts of the experience, as well as some of the more challenging 
aspects.  I then extended the invitation for the field trip.   
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All of the candidates rode together as a means of developing camaraderie.  Upon arriving 
in Tillamook, the teacher candidates met with the Tillamook TeachOregon Site Coordinator, the 
Grant Writer/Foundation Director, and the Superintendent.  The Superintendent and Grant 
Writer/Foundation Director talked with the candidates about what makes Tillamook a unique 
district to work in.  Following this, the teacher candidates had the opportunity to visit each of the 
three elementary schools, hear from principals, and observe teachers in their classrooms.  During 
two of the three field trips, teacher candidates had the opportunity to hear from one of the host 
family members, the Director of Educational Equity/Title Programs, and/or the Latino Liaison 
for the school district.  After observing classrooms and visiting with administrators, the teacher 
candidates were able to explore the town.  They stopped at the Tillamook Cheese Factory, Blue 
Heron Cheese Factory, and the beach.  For the past two years, the teacher candidates had the 
opportunity to drive past each of the homestay families’ houses to see where they could 
potentially live the following year.  
The Practicum Experience 
 The nature of the practicum experience was an especially important consideration for the 
Tillamook Model collaborative team.  They discussed essential elements of the practicum such 
as what model of student teaching would be adopted, and how teacher candidates and 
cooperating teachers would be supported in the remote practicum.   
Co-Teaching 
 When the design team collaborated on the structure of the practicum experience, it was 
decided that a co-teaching model should be implemented.  TeachOregon is committed to co-
teaching, recognizing that two teachers engaging with children continuously are better than one. 
According to Grossman (2010), the co-teaching model of student teaching empowers both the 
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teacher candidate and cooperating teacher to share responsibility for their learners.  Co-teaching 
moves away from the traditional “solo teaching” model (Neuzil & King, 2012, p. 100), toward a 
model in which the teacher candidate and cooperating teacher take turns guiding and supporting 
in assessment, lesson development, and instruction, (Bacharach, n.d.; Washut Heck et al., 2008), 
with the teacher candidate gradually taking ownership of the classroom (Bacharach et al., 2010).  
In co-teaching, the cooperating teacher occasionally steps out of the room to allow the candidate 
to feel the responsibility of the classroom (Bacharach, n.d.; Washut Heck & Bacharach, 2016). 
Co-teaching allows cooperating teachers to remain involved in their classrooms, which removes 
a barrier they would otherwise have to work through when deciding whether or not to take a 
teacher candidate (Bacharach, n.d.; Diana Jr., 2014).  According to Bacharach et al. (2010) and 
Washut Heck et al. (2008), because teachers today have many pressures placed on them, the 
traditional model of student teaching needs to be reviewed.  St. Cloud State University has 
chosen to implement co-teaching as the model for student teaching, and they find, in most grade 
levels and contents, they have more in-service teachers ready to serve as mentor teachers than 
preservice teachers.  In-service teachers acknowledge the additional support co-teaching brings 
to the classroom (Bacharach et al., 2010).  
Co-teaching creates opportunities, from the start of the experience, for the teacher 
candidate and cooperating teacher to establish a relationship (Bacharach et al., 2010), as they 
plan, teach, and assess together (Bacharach, n.d.; Diana Jr., 2014).  Bacharach (n.d.) and 
Bacharach et al. (2010) say that by bringing the candidate into the teacher role from the 
beginning, they create an atmosphere in which students see the preservice teacher as a “real 
teacher” (Bacharach, n.d., p. 2).  In this model, both the cooperating teacher and teacher 
candidate both stay involved in student learning, providing additional support to students 
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(Bacharach et al., 2010).  Additionally, the cooperating teacher and teacher candidate are 
required to set aside co-planning time where they can pinpoint specific lessons in which they will 
incorporate co-teaching strategies (Bacharach et al., 2010).  In a study conducted by Ruben, 
Rigelman, and McParker (2016), one school administrator talked about how the co-teaching 
process, development and lesson analysis, afforded teachers the opportunity to make lesson 
adjustments more quickly.  Co-teachers in the study conducted by Morton and Birky (2015) 
supported this idea by sharing they were able to complete an “on–the-spot reflection of each 
lesson, period by period” (p. 127).   
According Bacharach et al. (2010), the approaches for co-teaching used at St. Cloud State 
University, an amended version of those created by Cook and Friend, tailored to fit student 
teaching, are the following: “one teach, one observe;” “one teach, one assist;” “station teaching;” 
“parallel teaching;” “supplemental teaching;” “alternative (differentiated) teaching;” and “team 
teaching” (p.7).  The co-teaching model creates opportunities for the cooperating teacher to 
openly demonstrate and define the strategies they are using, as well as to give justification for 
use of that strategy (Bacharach et al., 2010).  As the cooperating teacher is not asked to leave the 
room, there is additional time for discourse about best practices (Diana Jr., 2014).  A question 
often asked in our co-teaching trainings is whether or not co-teaching has to be used for every 
single lesson, or whether or not cooperating teachers and teacher candidates can still divide and 
take their own parts.  This question is addressed by Bacharach (n.d.) and Washut Heck and 
Bacharach (2016) when they say that the implementation of co-teaching strategies is up to each 
pair in identifying which approaches would best support the learners in their classroom.  
According to Bacharach (n.d.) co-teaching involves workshops where cooperating teachers and 
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teacher candidates learn about each of the co-teaching strategies, receive tools to support their 
work together, and take advantage of weekly co-planning time.   
When asked about the advantages of co-teaching, teacher candidates stated that having 
time to collaborate and plan with their cooperating teachers was beneficial (Bacharach, n.d.).  
The co-teaching model was mutually beneficial for both the cooperating teacher and the 
candidate as they receive support from one another, with the candidate providing additional 
classroom support (Bacharach, n.d.; Bacharach et al., 2010) and innovative ideas (Bacharach, 
n.d.).  Ruben et al. (2016) note that one candidate related how being around the fresh eyes of 
teacher candidates reignited the spark within veteran teachers.  Additionally, candidates 
responded positively to being perceived by both staff and students as a teacher, as opposed to a 
student teacher.  This identity gave them authority as they completed their practicum experience 
(Bacharach, n.d.).  According to Washut Heck et al. (2008), through active participation in the 
co-teaching model, teacher candidates gain additional self-assurance in their ability as a teacher 
through the mentoring of their cooperating teacher.  Additionally, Diana Jr. (2014) states that an 
underlying force in co-teaching is the teamwork of two teachers who each bring different 
strengths and perspectives to the conversation when discussing their learners.  These individuals 
must learn to collaborate and trust one another as they work through the stressors of their 
classroom. 
According to Pretorius (2012) and Rice (as cited in Pretorius 2012), because “teacher 
effectiveness” is currently being rated as “the single most important school-based factor in 
student achievement,” teacher preparation programs need to review all components of their 
program (pp. 310 & 311).  The co-teaching model in the clinical experience allows K-12 
students additional opportunity for academic support and differentiation (Bacharach et al., 2010).  
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Co-teachers who had the benefit of the model in their classrooms agreed with that assessment, 
according to the study conducted by Morton and Birky (2015).  Bacharach et al. (2010) states 
that preservice teacher education programs should consider co-teaching, because of the influence 
it can have on the preservice teacher, cooperating teacher, and classroom students, recognizing 
the positive benefits it brings each party.  
Co-Teaching Trainings and Celebrations 
Since the beginning of the TeachOregon PAC collaborative, they have provided co-
teaching workshops for teacher candidates in a 30 plus week practicum who have purposefully 
been placed in three Oregon communities: Woodburn, Sherwood, and Newberg.  When the 
Tillamook Model was introduced, it was decided that the candidates and cooperating teachers 
who participated in the practicum would attend these workshops as well.  While they are not in 
the same classroom for over 30 weeks, the teacher candidates are student teaching for over 30 
weeks, and were intentionally placed in Tillamook.  
Each year, TeachOregon PAC offers four co-teaching trainings/celebrations: an initial 
kick-off celebration and training, two condensed trainings, and a final celebration, which 
includes an opportunity to share the successes in the classroom.  As the grant is phasing out, the 
PAC decided to move to three as an overall model, adding more substance to the kick-off, 
condensing the two trainings, and retaining the celebration at the end of the experience.  Since 
the two young women moved to Tillamook at the start of spring semester of 2017, Tillamook 
and George Fox University’s TeachOregon site coordinators decided to host a “refresher 
training” in Tillamook for the teacher candidates and cooperating teachers once the candidates 
arrived.  This took place after school, in the first week of student teaching.   
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The workshops introduce the co-teaching pair to the basic nature of co-teaching, and the 
co-teaching approaches that St. Cloud University uses, which they adapted from Cook and 
Friend to fit the context of student teaching (Bacharach et al., 2010).  The workshops will also 
provide space and opportunity for teacher candidates and cooperating teachers to develop their 
relationship, and introduce and support the pair as they develop skills in co-planning.  According 
to Washut Heck and Bacharach (2016), co-teaching is contingent on co-planning.  Without co-
planning, co-teaching will cease to exist.  The co-teaching workshops co-facilitated by 
TeachOregon PAC site coordinators are extremely important to the co-teaching pair as they are 
learning to navigate a model that is possibly foreign to them.  Bacharach et al. (2010) found that 
introducing workshops to support the co-teaching pair was an important element in helping them 
to embrace the model.  Morton and Birky (2015) found this to be true in their study as well.      
It is important to point out that these workshops are co-planned by members of the PAC 
and co-facilitated.  With the site coordinators spread out among the different school districts, 
technology is often embraced to aid in the planning.  The TeachOregon PAC Site Coordinators 
will often utilize Google Hangouts and Google Docs to plan, sharing the screen and working in a 
common document.  
Over the years, the workshops have been facilitated at each district site for that district, at 
George Fox University, or with all districts coming together.  One of the benefits of conducting 
the workshops in a collaborative manner is that our rural district partners have the opportunity to 
collaborate with teachers from other districts over a shared experience.  They are able to help one 
another work through the challenging aspects of the model, and celebrate successes with one 
another.  When asked to travel to another site, the teachers have been overall fairly responsive.  
We had one co-teaching pair that was unable to make the drive to campus and asked to use 
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Google Hangout to participate in the training.  We assigned them to another co-teaching pair and 
had them use the computer to bring the remote pair into the workshop.  Due to the grant funding 
that supports this program, we have been able to pay for Tillamook teachers’ mileage and 
substitute time when they are asked to leave their classrooms early to be on time for the 
workshops.   
Where do we go from here? 
 
 It is clear that there are many components to successfully operating the Tillamook Model.  
As the collaborative team continues to refine the program, it will be important to listen to the 
voices of the participants: teacher candidates, host families, administrators, and site coordinators.  
In the next two chapters, I report findings from the personal interviews, which explored the 
participants’ perceptions on the benefits and challenges of the model.  Their recommendations 
continue to shape the program, as the collaborative team strives to make it beneficial for both the 
university and school district.   
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CHAPTER 3 
THE BENEFITS OF THE TILLAMOOK MODEL AS IDENTIFIED 
BY THE PARTICIPANTS 
Introduction 
This chapter focuses on the benefits of the Tillamook Model, as reported by participant 
interviews.  All of these benefits flow from the strong partnership shared by George Fox 
University and Tillamook School District.  The partnership has enabled effective co-teaching, a 
“grow your own” model for the district, and the development of a college-bound mindset among 
Tillamook’s youth.  Additionally, the homestay element of the model created a space in which 
relationships could be fostered on many levels, and thereby increased the cultural understanding 
of teacher candidates.   
Partnership 
Teacher preparation programs need to rethink the clinical experience for teacher  
candidates, recognizing that collaborative partnerships are the future of teacher preparation 
programs.  According to the National Council for Accreditation of Teacher Education’s (2010) 
“Report of the Blue Ribbon Panel on Clinical Preparation and Partnerships for Improved Student 
Learning,” universities and school districts need to collaboratively focus on preparing teacher 
candidates.  The report states that collaborative efforts prepare teacher candidates for today’s 
classrooms, while providing space for the partnership to examine, and “be intentional about the 
district problems they seek to address” (p. 14).  As a response to the growing need for well 
prepared teachers, who are equipped to support the specific and local needs of today’s P-12 
students, districts and educator preparation programs are teaming up to “form strong, bold and 
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mutually beneficial partnerships” to educate and train effective teachers for the future (Education 
First, n.d., p. 3).   
One of the key elements of the Tillamook Model partnership is that it is mutually 
beneficial.  Tillamook School District receives a stream of teacher candidates each school year, 
and George Fox University receives quality, culturally diverse experiences for their teacher 
candidates.   
According to the administrator from George Fox, the relationship between the two 
institutions has not always focused on the needs of both institutions in tandem.  Rather, the 
relationship has “evolved” from one that is “transactional” in nature, to one that recognizes and 
addresses the needs of both partners:  
[W]e [Tillamook] have a need in our community.  We [George Fox] have a need to help 
our students learn and grow. . . . The value goes beyond selling something.  The value is 
in recognizing mutual needs and finding ways of working together to solve them. 
When asked what the success of the Tillamook Model is, the administrator from George Fox 
replied, “I think it has strengthened the good relationship we have with the district, who was 
doing good work.” 
It is clear that the administrator from George Fox University has respect for the work 
Tillamook School District is doing, and recognizes the opportunity to grow from their 
relationship with the district.  “They are a really committed group of people and we can learn 
from the association we have with them.”  They find value in the collaborative efforts of the 
partnership, recognizing that, “[The Tillamook Model] is an opportunity for both the district 
partner and the university to open up something for candidates and for the kids in the district that 
might not have existed otherwise.”  
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 Randy Schild, Superintendent of Tillamook School District said: 
I need to thank George Fox . . . for the fact that this was outside the box thinking.  It has 
been really good.  I would hope that it would continue.  I would hope that it would 
expand.  We went three years and never had a student teacher here.  Student teachers 
have brought something positive to us as a district. 
Tillamook School District has been invested in the model since its inception, as they 
desired to have teacher candidates be a part of their district.  The remote location of the district 
called for a creative approach to address this desire.  In an interview with Debbie Klumph, 
Tillamook TeachOregon Site Coordinator, I learned that Tillamook wanted to bring teacher 
candidates into the district because it aided in “the health of [the] district.”  She noted that having 
candidates in the district adds an extra leg to what is referred to as the “three-legged stools” of 
the teaching profession, thus creating “four-legged stools,” which are stronger.  The three legs 
refer to “master teachers,” “mid-career teachers,” and “beginning teachers” – welcoming teacher 
candidates to the district adds a fourth leg, “student teachers.”  Developing a cycle of teachers in 
the district, in which the early career teachers can learn from those who are more experienced, 
creates “a really healthy district . . . it looks at being sustainable, it looks at how you move your 
district into practices, and the idea of education forward in your district.”  
According to Bruce Rhodes, Grant Writer and Foundation Director for the district, the 
Tillamook model has provided them with teacher candidates on a “regular basis.”  He explained 
that previously they have had “an occasional student teacher, usually because they have family 
connections or they have something they have been drawn to or connected with.”  Bruce Rhodes 
shares this has not happened very often.  He says the Tillamook model has not only brought a 
steadier flow of candidates to the district, but the fact that they are having candidates “come and 
  
67
live in the community and be part of families and engage fully with the community . . . is kind of 
exciting for the district as well.”   
 Debbie Klumph, Tillamook TeachOregon Site Coordinator explains: 
Like I said, this is the fourth round in.  This one, I look at who is student teaching in 
Tillamook and we have new to the profession teachers that are young, and we have grow 
your own candidates, and that was one of our goals from the beginning, was to have both 
of those, and to have both of that kind of population together in a small little PLC or 
cohort . . . I think you are going to see a lot of growth from all of those people because 
they have a lot to teach each other. 
As teacher preparation programs in the state of Oregon move toward CAEP accreditation, 
the Tillamook Model is an excellent springboard into the level of partnership required to collect 
the critical data for accreditation reports.  According to the George Fox administrator:  
[T]he Tillamook Model would be a wonderful example of kind of the spirit of CAEP 
expects around partnership.  You've got a university who is directly interacting with a 
school district around forming opportunities that will shape teacher ed programs.  
Granted at this point, it is only shaping the practicum experience, but I'm willing to guess 
that the teachers, the operating teachers in Tillamook who are selected to be a part of this 
model are top-flight teachers. . . . I think the way that kind of, in my mind reflects the 
spirit of CAEP on that Standard 4 is, is that it is not just the fact that this is a placement 
that is exposing our candidates to cultural or linguistic diversity.  It is a demonstration of 
the fact that we are opening ourselves up to working in collaboration with a K-12 partner 
for the purpose of, for the purpose of having an impact on P-12 learners, the purpose of 
providing good, strong instructional program for teacher candidates, and I would assume, 
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although we haven't tested this year, a great partnership around being able to follow those 
people into the field in that district, once we let the Tillamook people know this is what 
the next step is.  You have a mentoring program for your first and second year teachers 
out there, and we want to piggy-back on that by getting data about how our people are 
doing in your school, how they are doing in their teaching, how they are impacting the 
learning that is going on in the classroom.   
The George Fox administrator goes on to explain further that the university needs to 
conceptualize how they can, in good faith and in a realistic way, collaborate with Tillamook to 
make this happen.  Their viewpoint is that districts that take candidates because they are trying to 
“give back to the profession” or scratch our backs, are not the appropriate partners for the type of 
data gathering required by CAEP.  “We need to go to our closest partners first, and figure out 
ways of making this work.”  
The Tillamook Model provides opportunities for both the school district and the 
university to each benefit from the experience.  It provides diverse practicum experiences for 
teacher candidates, as well as a catalyst for the university to begin gathering data for CAEP.  
Meanwhile, the district has the opportunity to host teacher candidates, adding excitement and 
another dimension of teacher support to the district.   
Co-Teaching 
As a result of the deep-rooted partnership between the institutions, the co-teaching model 
was introduced to Tillamook School District.  In alignment with the rest of TeachOregon PAC, 
the Tillamook Model design team chose to implement the co-teaching model for student 
teaching.  This was intentional, as members of the design team believed that two actively 
engaged teachers working collaboratively to support K-12 students, where the candidate can 
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continuously be mentored, create a stronger clinical experience for preservice teachers.  
According to Bacharach (n.d.) and Bacharach et al. (2010) the co-teaching model has proven to 
be mutually beneficial for both the cooperating teacher and the candidate as they receive support 
from one another, with the candidate providing additional classroom support and innovative 
ideas (Bacharach, n.d.).  The Tillamook Model has found co-teaching to be beneficial to their 
teacher candidates, cooperating teachers, and K-12 learners.  
Teacher candidates.  The co-teaching model, which was new to the district, provided 
candidates with the feeling that they had an equal share in the classroom setting.  As Samantha 
said, “She [cooperating teacher] was still my mentor but she still appreciated my opinion and 
treated me like I was an equal, in a sense instead of, ‘Student teacher, sit down and watch for a 
while.’”   
Kathryn noted that during the co-teaching experience she appreciated that her 
cooperating teacher was not just there to impart wisdom:  
I loved how she was open to that learning, too.  It made it feel more like a level playing 
field, so it wasn’t just me there learning.  It was, you are here, just from school.  Let me 
see what you can do and what I can learn from you as well, and how can you help me be 
better, which was really refreshing. 
Lilly felt a boost of confidence in her abilities when her cooperating teacher engaged her 
in the classroom from the beginning: 
Before teaching, I really was thinking that I was just going to be observing a lot more.  
She had me dive straight into the materials and had me start taking over things right 
away, which was kind of nice, kind of flattering that she had some confidence in me. 
Madison also appreciated her teacher’s recognition of her as a co-teacher:   
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I really appreciated that she had respect for me as a teacher . . . she never said,  
“my class,” when she was talking to the kids she said, “our class.”  She always used those 
pronouns that reinforced to the kids and to me that it was both our classes.  She was 
really intentional and great about that.  That was helpful for me, too, because then I 
started using “our class” . . . instead of “[cooperating teacher’s] class.”  It really helped.  
She was really good about giving me partial ownership of the classroom.    
Cooperating teachers.  In addition to the teacher candidates gaining from the co-
teaching model, the cooperating teachers also gained.  Bruce Rhodes, Grant Writer/Foundation 
Director for Tillamook School District said, “I think our teachers have gained a lot out of it.” 
Debbie Klumph, Tillamook TeachOregon Site Coordinator, shared that cooperating teachers 
have “had to commit to some pretty good professional development that they wouldn’t 
necessarily have to do, but it has benefited them.” Bruce Rhodes felt the co-teaching cooperating 
teachers “have grown and expanded their own professional practice.” 
Debbie Klumph noted that in addition to growing in their practice, the cooperating 
teachers have developed a new perspective on hosting teacher candidates, as they have seen the 
benefit of having two actively engaged teachers in the classroom, unlike in the traditional model 
where the cooperating teacher is asked to step away.  As Bacharach (n.d.) and Washut Heck and 
Bacharach (2016) note, in co-teaching, the cooperating teacher occasionally steps out of the 
room to allow the candidate to feel the sole responsibility of the classroom.  Co-teaching allows 
cooperating teachers to remain involved in their classrooms, which removes a barrier they would 
otherwise have to work through when deciding whether or not to take a teacher candidate 
(Bacharach, n.d.; Diana Jr., 2014).  Debbie Klumph said that co-teaching “has dramatically 
changed how our elementary teachers feel about having a teacher candidate.”  
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Elementary students in co-taught classrooms.  Bruce Rhodes, Grant Writer/Foundation 
Director for Tillamook School District, commented that not only did student teachers and 
cooperating teachers benefit from the experience, but their students benefitted as well.   
Emma’s classroom was a prime example of the benefit that co-teaching can bring.  In the 
midst of their co-teaching partnership, she and her cooperating teacher shared their math scores 
with the TeachOregon PAC.  Their scores were much higher than the other second grade 
classrooms’ scores.  Emma said:  
It was kind of difficult at the beginning because I feel like to co-teach you really need to 
know your partner really, really well and how they teach.  At the beginning it was a little 
rough, but we ended up trying all the different strategies.  Toward the end I thought we 
were doing pretty well as a team.  We really liked splitting up the class, so I would teach 
half and she would teach the other half.  That worked really well, and I think it benefited 
our students a lot.  They got more one-on-one attention.  We really enjoyed the co-
teaching model.  It worked well for us toward the end.   
When asked if she wished she would have had more time to co-teach, Emma said, “If you did it 
[co-teaching] for a whole year, I think it would be pretty amazing student growth and the 
teamwork that you would see between the two.” 
Samantha said of her experience, “The kids loved having another person to talk to and to 
ask questions.”  She said that they were never thrown off by having two teachers, but rather were 
excited about it, adding: 
They love adults, and so it is fun to have that extra person.  One person can be setting 
things up and one person can be planning something and be teaching. I think having two 
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adults in every room would be the perfect ideal for a classroom, especially elementary 
school. 
In her classroom, Madison found she was not only able to grow in her differentiation 
skills, but the students in her classroom were able to benefit from the collaborative conversations 
in which she and her cooperating teacher engaged about how to support all their learners.  After 
recognizing that some of her students did not understand her teaching, she said:  
I went to my CT [cooperating teacher] and asked her, what do we do about this. . . . [S]he 
said, “I agree with you, we need to get something for them and make sure they are 
learning, too.”  She kind of worked with me, or I worked with her, and together we came 
up with things for them and just make (sic) sure that everyone is making progress and not 
just . . . the middle-of-the road people.  So the kids at the top went way high, and kids 
lower were all able to . . . move up.  
The level of support for elementary students, as discussed by the aforementioned 
candidates, parallel Bacharach et al.’s (2010) idea, which said that the co-teaching model in the 
clinical experience allows K-12 students additional opportunity for academic support and 
differentiation.  
In addition to cooperating teachers being excited about co-teaching as a way they can 
stay engaged in the education of their students, Debbie Klumph discussed how enthusiastic 
building administrators are because three of the co-teaching candidates currently in Tillamook, in 
spring of 2017, speak Spanish.  The two bilingual student teachers are grow your own 
candidates, and the student teacher who speaks some Spanish is a traditional undergraduate in 
the Tillamook Model.  Debbie Klumph, Tillamook TeachOregon Site Coordinator, explained 
that there are very few bilingual teachers in the district, while eight percent of their student 
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population is made up of English Language Learners.  Having bilingual co-teachers in the 
classroom allows children to be supported in their home language.  
Co-teaching has provided teacher candidates with the opportunity to grow as educators in 
a supportive, encouraging, and confidence-boosting environment.  Additionally, it has 
purposefully brought focused professional development to cooperating teachers, teacher 
candidates, and school administrators.  Co-teaching has created a positive mindset shift in their 
desire to host a teacher candidate, as cooperating teachers remain actively engaged in their 
students’ learning, affording the opportunity for participating classrooms to have two teachers 
supporting student achievement.  
Grow Your Own 
In addition to bringing teacher candidates to the district through homestays, the district 
wanted to invest in their own community, according to Debbie Klumph, Tillamook TeachOregon 
Site Coordinator.  Drawing on the ideas of Collins (1999), Tillamook School District considered 
the opportunity they had to promote teaching within their community.  They realized that they 
had an opportunity to work collaboratively with a university in hopes of recruiting local talent 
(Collins, 1999).  According to Lemke (1994), school districts can use teaching focused clubs and 
cadet teaching programs to help their own students think about becoming teachers.  The idea of 
“grow your own” can be instilled in students, helping them see that they can teach in the 
community where they grew up (Lemke, 1994, p. 4; McCaw et al., 2002, p. 5).  According to 
Debbie Klumph, Tillamook School District brainstormed how they could “encourage people that 
live in the community who already have an interest in becoming teachers or are 
paraprofessionals, who could go to school, who have those gifts, and the heart of being a 
teacher.”  Debbie Klumph shared that their goal was to provide teachers for the district who have 
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a heart for the community, as new teachers who moved to the district would stay there just long 
enough to get experience and then would move out, creating a great deal of “turnover of those 
younger teachers, of those newly hired teachers.”  
This created another opportunity for George Fox to support the district.  One of the 
instructional assistants in the district had a son in the classroom where a teacher candidate was 
placed during the first round of the Tillamook Model, in the fall of 2014.  This created the 
opportunity for them to be connected to the adult degree program at the university.  Now, in the 
fourth round of the Tillamook Model, two of the candidates are traditional undergraduate 
students, living in homestays in the district with a Latino family, and two of the teacher 
candidates are grow your own, adult degree completion students from George Fox who currently 
reside in Tillamook.  According to Debbie Klumph, Tillamook TeachOregon Site Coordinator, 
the above-mentioned grow your own candidate was born in Mexico, went through the Tillamook 
School District during high school and is now student teaching in Tillamook.  According to 
McCaw et al. (2002), the grow your own concept can also be applied to instructional assistants, 
recognizing that many teachers want to return to teach in their hometown.  White and Reid 
(2008) note that teacher candidates from rural communities understand the cultural components 
of the community, and are thus able to make adjustments to their curriculum and instruction to 
support students based on their needs.   
The Tillamook Model has expanded beyond bringing undergraduate teacher candidates to 
Tillamook.  It has provided an opportunity for the district to examine their needs, and who in 
their community has the heart of an educator.  Their ability to grow their own has allowed them 
to raise up bilingual teachers out of their community.  
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Homestays 
One of the expectations of the Oregon Administrative Ruling for Teacher Standards and 
Practices Commission (TSPC), is that teacher preparation programs need to create opportunities 
for candidates to have exposure to “Diverse Student[s] in P-12 Schools” (Office of Secretary of 
State, 2016, Diversity and Inclusion section, para. 2).  As of spring of 2017, the Tillamook 
Model has placed candidates in classrooms at the elementary level.  In grades K-3, 28% of the 
student population is Latino, and in grades 3-5, 29% of students are Latino (Tillamook School 
District, 2015-2016).  While all six of the teacher candidates who participated in the Tillamook 
Model had the opportunity to reside in the community through a homestay, three of the six have 
had the opportunity to live in a diverse homestay.  This was an original goal of the Tillamook 
model design team.  According to Debbie Klumph, Tillamook TeachOregon Site Coordinator:  
So we came up with the idea of providing host families for student teachers so that they 
could benefit from the components that were already in our district, the teachers, and then 
we recognized that, I don’t know, we just came up with the idea that if they lived with 
host families that were in, that were a part of our Hispanic culture, they not only would 
understand what happens in school from the other teachers in the school district, but they 
would understand what our students that are minorities, that maybe don’t have, maybe 
their home language is different. How that would benefit them, understanding them to 
teach them in a classroom.   
Bruce Rhodes, Grant Writer/Foundation Director, recognized the power the immersion 
practicum would have on the relationships established in the homestays:  
[A]t some point we are going to hire some of these teachers and to have them in our 
system and to have them there and they have these relationships with these families that 
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is way, way deeper than just a typical teacher/parent relationship.  That is something that 
has kind of a lasting deep value to it.  You have lived with a family and now you are 
working in their system and you are teaching their kids.   
 Relationships.  As a result of this partnership, relationships have been able to blossom 
and bloom.  Building on the pre-existing foundational relationship between George Fox 
University and Tillamook School District, one of the greatest takeaways from this program is the 
creation of relationships, between the school district and community, teacher candidates and 
cooperating teachers and other staff members, teacher candidates and community members, 
teacher candidates and their host families, and teacher candidates and their students.  
Relationships are a foundational aspect of this program.  The word relationship(s) appeared 46 
times in the candidate, personnel, and host family interviews reviewed for this dissertation.  In 
fact, one candidate, Jane, wished that more parameters had been established around relationships 
with the host families, as she craved a richer relationship.   
By residing in the community through homestays candidates were able to build 
relationships with the community, their students, and their colleagues in the schools.  
Additionally, the district has been able to foster relationships with the Latino community.  
Teacher candidates and the community.  Through the partnership, as the teacher 
candidates had the opportunity to live in the community in which they were teaching, they 
recognized that living there allowed them to create stronger connections with their students and 
their families.  Five of the six participating candidates shared how living in the community 
helped them relate better to their students. 
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One of the students, Lilly, drew upon her own experience growing up in a rural 
community, and recognized that what she experienced there was also true of her time in 
Tillamook: 
I had all the experience of smaller schools and rural schools.  I really like them.  They are 
close knit.  It leads to knowing your kids better and the school knowing.  The principal 
knows every single one of the kids’ names, and that is something that you don’t get in 
larger school districts.    
She shared that being immersed in the community allowed her to “bond with [her] kiddos more 
and just focus on them and what [she] was there to do.”  Lilly recognized that teachers in small 
rural areas are able to connect with the parents in a different way: 
In a small rural community you have kids that are on the same soccer teams and sports 
teams. . . . [Y]ou see the same people in stores and going over to each other’s houses for 
dinners and being a part of church groups.  You know them outside of school and it kind 
of helps build bridges across into school. 
Kathryn had a similar experience, and found she preferred residing in the same 
community as her students:  
I think I prefer living in the community where I teach, as opposed to commuting and 
driving.  It is so much easier to get involved in it.  I volunteered at the carnival they had 
last week, and it was so much fun to be with the kids, and then you get to see their 
parents in a less formal setting. 
Kathryn noted that when she participated in the carnival, she was able to get a glimpse 
into “what their [student] life is like outside.”  She said this gave her a clearer picture of who her 
students were, and helped her understand their lives better.  Kathryn’s ability to connect with 
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students on this rich level gave her a new appreciation for the students by recognizing what they 
may be experiencing at home, and how this could have an impact on their performance in the 
classroom.  
Like Kathryn, Madison found that by living in the community she was able to connect 
with families outside of the school setting: “Just going to Fred Meyer [a grocery store] is a 
community event.  I had only been there for a few months, and I would see at least two people I 
know every time, which doesn’t even happen here [Newberg].”  Madison commented that she 
would see her students at Fred Meyer as well.  If she hadn’t already met their parents, it provided 
her with the opportunity to do so.  In addition to seeing students and their families at Fred Meyer, 
Madison, along with Emma, attended “roller night,” at the local skating rink, which afforded her 
another opportunity to engage with families.  
Madison found that by living in the community she became aware of her surroundings 
and leveraged that awareness in her teaching: “I could reference things in the community really 
easily and the kids know what they are.”  Madison was able to use community references with 
her students as examples, so as to show that they were “all on the same page.”  She noted that it 
allowed her to connect with her students.  Through her homestay experience Madison learned 
that “it really does matter where you are and you know that community, because you can’t just 
go in and teach the same way you would teach anywhere.”  She noted that teaching “needs to be 
unique to where you are living and where you are teaching.”  
Living in the community impacted Jane as well:  
It really made me feel like I was part of it [the community], that that was my home place. 
. . it really made me feel part of the community working there, teaching there, and then 
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living there and just seeing everything happening and experiencing everything that the 
town experienced, like the flooding . . .  
During year two of the program, when the model was in its third round, Tillamook 
experienced severe flooding.  As will be related in chapter four, one of the host families lived in 
a remote area near the bay.  Two teacher candidates experienced the flood in a personal way and 
Jane was able to use that experience to connect with her students.  She explained that by staying 
in town she experienced the flood just like other community members.  Additionally, Jane said 
that being stranded in her house allowed her to connect with her homestay family.  She said, “It 
was a very unique way of bonding.” 
Two of the candidates noted that this immersion experience was different from their part-
time student teaching experience, which was located closer to the university.  They recognized 
that by living in the community, they were able to connect with the students and families in a 
different way.   
Living in the community provided Kathryn with a gateway to connect with her families 
on a deeper level.  Not driving in to teach afforded her the opportunity to attend school events: 
When I was doing my part-time student teaching there [Newberg], even though I was 
only there two days a week, I was commuting an hour away.  So things that they do at 
night or on the weekends, I wasn’t really involved in.  Besides the first parent-teacher 
meeting at the beginning of the year, I didn’t see any of the parents.  It wasn’t a chance 
for me to get to know them.   
Kathryn also made a conscious effort to get involved with the families while living in the 
community: “I think that is also a personality thing.  I’m here, I might as well go to the carnival 
and get involved in things that are going on outside.” 
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Encouraging future teacher candidates to get to know the families outside the classroom 
by attending things like school carnivals and open houses will be an important task for the design 
team. 
Emma said, “I felt like I got to know the parents very well, which is something that I 
didn’t feel that I got to do in my part-time.”  She explained that her cooperating teacher “knew 
everything about the community so she was very involved and very active in the community.”  
Because her cooperating teacher had had older siblings of their students previously, Emma was 
able to learn more about the students.  She said, “It just was really cool, how well I got to know 
the families and the community.” 
In addition to recognizing how much easier it was to connect with students and their 
families through the immersion practicum, Kathryn noticed a difference in attitude, with regard 
to relationships, between her part-time student teaching experience in Newberg, versus her full-
time experience in Tillamook.  Kathryn noted that she likes to have “personal relationships” with 
her students as a means of supporting her classroom management.  She mentioned that her 
former cooperating teacher [part-time experience] did not focus on strong relationships with 
students.  She noted that her experience in Tillamook was different: “They were more personal 
here, because they saw me outside of the classroom, too. . . . [Y]ou have that relationship with 
them from the very beginning.” 
When asked what it looked like to immerse herself in the community, Madison talked 
about continuously meeting and becoming familiar with people: “I think it is really easy to do in 
a small town, I’ve realized.  I think it is a lot harder to do here [Newberg].”  She noted that she 
“met more people” while living on the coast than she did her four years living in Newberg: “I 
just moved here, how do I know all these people?”  
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Madison also felt the nature of a small community when she looked at how it impacted 
her classroom.  She noted what really tugged on her heartstrings with regard to creating 
connections between her students and the community was “the community coming in.”  She said 
it was neat that there was collaboration between the high school and elementary, in which high 
school students were able to come in and support a “fish unit” in her first grade classroom.  
Madison was impressed that community members came into the classroom.  According to 
Lemke (1994) one advantage rural teachers have is access to a small community in which they 
can involve citizens in the learning process, showing students how their lessons are applicable to 
life.  Two of the four candidates who participated in Price Azano and Thomas Stewart’s (2015) 
study found it important to connect the classroom to the community, recognizing the impact the 
community has on students.  According to Goodnough and Mulcahy (2011), community 
members in rural districts are often supportive and willing to lend a hand.   
Kathryn explained that the most positive aspect of the experience for her was 
experiencing the tightknit feeling of a small school:   
They threw me a party when I left.  It was something that was nice.  I didn’t have a  
goodbye party or anything when I left my other student teacher (sic).  The teacher didn’t 
tell the kids I was leaving or anything.  
She continued to say how different the experiences were: “Everyone knew I was leaving and 
they were, ‘Man, we are so sorry to see you go.’  Then to come back and, ‘Oh, we are so glad 
that you came back.’  Just the small town feel is really nice.”  Regarding her connection with the 
staff, Madison commented on the encouragement given to her by other teachers in her building.  
Samantha, too, noted how the teachers offered her “support.”  By being immersed in the 
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community, each of these candidates was able to experience the community feel, which Bruce 
Rhodes, Grant Writer/Foundation Director, said is important to Tillamook. 
The Tillamook Model allowed teacher candidates the opportunity to live in a rural 
community and gain a new perspective on what it is like to live and teach in a small rural town. 
As Madison explains:  
I didn’t grow up in a small rural community and I taught around this area [Newberg], 
which is a little bit rural but not really. . . . I felt like I had, obviously, a really unique 
experience because I was able to be in the community, too, and living with a family that 
has lived there.  I felt I gained that understanding of living there, and not just driving 
there and teaching there, and driving back. . . . I guess that I would say that I didn’t really 
expect there to be much difference. 
Through her homestay, Madison was able to gain a realistic understanding of a rural 
community, and not just move forward with her assumptions:  
[G]etting the experience on the farm and everything, with the boys [host family 
members], especially just getting to know them and what their life is like.  I know a lot 
about dairy farming and it is so interesting.  I never knew anything about dairy farming.  I 
thought – I don’t know, I don’t even know what I thought.  I thought it was three cows on 
a farm.  I don’t know, like you see in movies.  It was interesting to learn all that, and just 
have that knowledge. 
Samantha said small schools come with a bad reputation: “[T]hey are not going to have 
enough money or the kids are going to be all from terrible homes.”  Additionally, she said that 
initially she thought it would be hard, but now, she “would choose to teach in a small school like 
that because of the community feel.” 
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Emma had an equally revealing experience: “I never saw myself teaching in a rural 
district.  I have grown up in the Portland area, and never really saw myself liking a small town.”  
She said that she “fell in love with the close-knit community and really the staff at the school.”  
She said the staff was “like a little family they had created.”  Emma noted that by “living there, 
[she] got to see what it is actually like,” which put to rest her “preconceived notions.”  As they 
were immersed in the rural community, candidates were provided with a realistic view of what it 
is like to live away from a busy metropolitan area. 
The homestay component of the Tillamook Model allowed teacher candidates to reside in 
and gain a realistic view of a rural community.  By becoming residents of the community, they 
were able to foster genuine relationships with students, their families, and local citizens.  
Additionally, this immersion experience provided one teacher candidate with the awareness of 
the engagement between the local community and her classroom.  
Increased relationships between the school district and the community.  Not only have 
the teacher candidates gained from the immersion model, but the school district has made strides 
in developing relationships with the community through the Tillamook Model.  Bruce Rhodes, 
Grant Writer/Foundation Director, shared that by having the teacher candidates live with local 
host families, they have been able to “broaden [their] own community relationship profile,” 
which “is important for the whole community.”  He added, “The community kind of prides itself 
on our connections and kind of taking care of each other and being this living community, not 
just a town.”  He says, “People have been very impressed within our own community that this is 
a model that has kind of cropped up here.”  Bruce Rhodes acknowledges that having the teacher 
candidates live with Latino families “has just broadened that reach and that impact even more.”  
He later shares that “[t]he community relationships aspect is certainly positive,” as are “the 
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connections with the families.”  As both Bruce Rhodes and Randy Schild, Superintendent of 
Tillamook School District note, the Tillamook Model has created an opportunity for the district 
to really connect with Latino families in a much deeper way.  Randy Schild said: 
[I]t is relationships within these families who have opened their doors, much more 
connected to us as a district because of the communication and they actually have 
teachers coming in.  These families, parents and kids, have a better connection with us, so 
that has been a good thing.   
Bruce Rhodes shared, “[I]t certainly has helped, even in those families, connect with the 
school district in ways that they wouldn’t have otherwise.”  Bruce Rhodes added:  
These families [two Latino families] all have students that are part of the school district.  
Coincidentally they have older daughters and younger boys, and so just in talking to the 
students and talking to the families, there is just a more approachable attitude about 
connecting and being part of things. . . . [B]oth families have felt very positive about this 
experience and continued to offer their homes. . . . Both sets of families are anxious to 
have that happen again. 
The model has created a positive connection between the families and the school district, 
and the families are not only anxious to continue opening their homes, they are sharing their 
experiences with others in their community. As Randy Schild explains:  
Back to relationships, I think the more connections you have, the more interaction you 
have with families when it is positive like this, the more it builds relationship.  What we 
have found with our Hispanic families is when you have success with one, there seems to 
be a whole group of cousins who also are pretty happy with the whole situation.  It seems 
to blossom more than it does in our white community, maybe more tightly knit as far as 
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family is concerned or whatever the case might be.  I think when you change the attitude 
or the impression of one, you change the attitude and impression of many.   
His belief is that the connection with the host families on this level is not only good for 
the host family, but it spreads out to the larger Hispanic community.  The more they can build 
relationships with Hispanic families, the more “confidence they have in us, the more successful 
their kids will be, because they will then exude that confidence at home.”  Randy Schild, 
Superintendent of Tillamook School District said that this will cause a domino effect, and so 
their families will “support the education system.  They will know that it is valued.”  He noted 
that families will become educational partners, and support the work educators are doing, by 
making sure the students attend school and “read to them” at home. 
 The Tillamook Model is providing a bridge between the Latino community and the 
school district.  The host families are sharing their experiences with their cousins in the Latino 
community.  This positive experience for the families is helping to create a gateway for the 
school district to partner with Latino families, aiding in the education of children in the school 
district.  
College-bound mindset.  In addition to creating stronger ties between the school district 
and the Latino community through homestay placements, the Tillamook Model is beginning to 
show a direct effect on the next generation of Tillamook community members.  Debbie Klumph, 
Tillamook TeachOregon Site Coordinator shared:  
Our Hispanic community here is very tightknit and there’s lots of conversations and 
communications that happens between all of the Hispanic community.  They all attend 
church together for the most part.  They might work in the same kind of jobs, but the idea 
of having teacher candidates live with them has impacted the families in that their own 
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kids see the opportunities of being able to go to college and how that will enrich their 
own life. . . . It is actually spreading to community members too.  
Debbie Klumph shared that the Latino community is thinking about the influence of having 
teacher candidates in their homes impacting their children’s decisions to go to college.  She told 
a story of one of the Latino host families who hosted two teacher candidates while their second-
oldest daughter was a senior in high school.  Debbie Klumph said that the daughter “applied for a 
scholarship the next year that she would have never looked at applying for.”  While this student 
has wonderful parents, who “are lovely people, they are just so nice,” the parents both work “in 
labor-intensive jobs.”  Debbie Klumph shared her understanding that in the Latino culture there 
are “barriers between parents and children” about the “kind of jobs they have” because the 
ultimate goal is to help support the family financially.  She said:  
So the idea of going to college where you are not necessarily earning money, but you are 
paying to go to college, having the support of both of her parents to do that, I don’t know 
if that would have happened . . . if they did not have teacher candidates living in their 
homes, that showed them a different way of . . . here’s a female that can make a good 
living and have a career outside of something that is a labor-intensive job.   
Debbie Klumph shared that this host family’s daughter is now a freshman at Tillamook 
Bay Community College.  She noted that while this may not be the case for all the Latino host 
families who participate in the program, those in the aforementioned family are “wage earners, 
working for someone else.”  She said she is very uncertain as to whether this young adult would 
be in college “with the support of her family,” had it not been for their experience hosting 
teacher candidates.  She questions whether or not it would “have happened with just the support 
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and encouragement of teachers and counselors at the school, white teachers and white counselors 
at school.”  
The homestay component of the Tillamook Model has the potential to shift the mentality 
surrounding higher education of young adults in the community.  By hosting teacher candidates 
in their homes, families are opening themselves up to the possibility of experiencing a new view 
of education beyond high school.  This leads to a cultural shift in which families are not just 
thinking about their children joining the workforce post graduation, but investing in their future 
by investing in their education.  As the Tillamook Model design team plans future homestay 
placements for teacher candidates, thinking about higher education exposure for high school 
students should be a heavily weighted factor in the placement process.  
 Potential future teachers.  As a result of the homestay component, Latino families are 
gaining insight into the world of education.  Randy Schild, Superintendent of Tillamook School 
District, explained that the families benefit a great deal from having teacher candidates in their 
home.  He shared:  
I think it is all about connections, connections with our school, our school system, 
understanding the educational system differently.  Actually having a teacher in their 
home, and in most cases they have children there as well, so you are seeing people in the 
home who are modeling what it is like and the energy of a new teacher is just so cool.  So 
you get teachers who are coming home and they are excited about what they are doing as 
student teachers.  These kids in those homes are seeing that. 
As the district thinks about their next generation of teachers, they see the host family 
component being a part of recruiting grow your own teachers.  Randy Schild says:  
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I would not be surprised at all if we didn’t end up with a teacher or two out of the 
families, only because that is what they have been exposed to and exposed in a different 
way.  So many kids are shocked when they see their teacher at the store, elementary 
students.  They didn’t know their teacher did normal things.  They just thought they were 
the teacher.  These families are getting to experience the real thing that a teacher does, 
both the joys and the work that go along with it.  The more you are exposed to that, I 
think the more you go, “I could do that.”   
 The Tillamook Model places teacher candidates in the homes of families with school age 
children.  By exposing impressionable young minds to teacher candidates during their student 
teaching experience, they are able to see the reality of what it means to become a teacher, the 
excitement a new teacher brings to the profession, and the possibility that they, too, could 
become one someday.  Therefore, seeds of inspiration are planted in the minds of the next 
generation, potentially adding a new dimension to the grow your own mentality the district has 
adopted.  
Cultural understanding gained.  When the Tillamook Model designed the homestay 
experience, the intent was to place teacher candidates with Latino families as a means of 
supporting their cultural competence.  According to Gutel (2008), many of the students who 
participated in their study commented that their host family provided them with opportunities to 
understand their culture in ways unimaginable to them had they not lived in their homestay.  As a 
direct result of their homestay, teacher candidates living with Latino host families gained insight 
into the lives of children in the community.   
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Madison’s experience mirrored Gutel’s (2008) findings, in that by staying with a family 
that is different from her own, but which is similar to the families of students she may have in 
her classroom, she was able to get a glimpse into their world.  She said:  
I think when you haven’t experienced it, and you don’t really understand.  I feel like I 
cannot fully understand, but I do understand their culture and what school looks like for 
them, going to school, not going to school all the time.   
The experience of staying with a host family moved it from a “social issue” to something 
personal.  She added, “When I see someone similar to [host brother one] or [host brother two] in 
my class, I know OK, now I know how to help them.  How would I help [host brother one] and 
[host brother two].”  She sees a person now as opposed to an ethnicity.  By living with a Latino 
family for her homestay placement, Madison was able to make personal connections to her 
students as opposed to having a theoretical perspective.  Her homestay experience impacted her 
classroom teaching in a way a traditional placement would not have. 
Emma’s homestay experience equally impacted her.  By living with her host family, she 
was able to get a glimpse into their world: “I just think that I’m more aware of the culture of – 
my family was Mexican immigrants, and I just learned a lot about their culture, how important 
family is and just little things like that.”  
When asked if living in the community impacted her teaching Jane replied:  
Yeah, because I knew my students better.  I knew where they were coming from,  
especially living with the [host] family, just knowing where they are coming from and  
what’s going on, what farm life is like, or what small town life is like, and when teaching  
just taking that into consideration.   
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Jane had the added bonus of having one of her host brothers in her classroom.  When asked 
about this she said, “I would see what his life was like at home, and how that influenced or 
affected his school life and vice versa.”   
Randy Schild, Tillamook’s Superintendent, shared that he has had some big realizations 
with regard to race and ethnicity.  He explained that he had been to a training and heard a 
Hispanic administrator share her story of how her ethnicity and gender “dictates what happens 
to” her in that setting.  This caused him to reflect on the students in their district and how the 
teacher candidates who participate in the model are given a new perspective:  
[O]ur Hispanic kids are the best example.  If they come into our system and don’t feel at 
home, then we have an equity issue and we will always have, whether we view them 
differently or not doesn’t really matter.  It is their perception that matters.  It is how they 
feel that matters.  You don’t really understand that fully until you have had the 
opportunity to interact.  These kids [teacher candidates] are getting the opportunity to 
interact at a family level, not just at a kid level.  I just can’t – you can’t put a price tag on 
what the value will be to them going down the road.  
He shared encouragingly, “You can’t imagine how much further along that will put them as they 
walk into a classroom that has cultural differences.”  Later he explained the benefit of the 
immersion experience, in that it prepares teacher candidates at a much deeper level than simply 
reading about it: 
[T]he fact that in a partnership with George Fox we are getting kids, student teachers I 
should say, that are for the most part white middle class kids coming in, trying to become 
teachers, and yet probably have very little awareness of the socioeconomic and racial 
differences that they will probably face when they get there, most don’t.  So that whole 
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idea that to get them a true experience of being around, in our case, Hispanic families and 
to understand their culture different, to understand their lives different.  There is no better 
way to do that than to immerse them, let them live there. 
He continues to explain that if you wanted to go deeper with your ability to speak a 
foreign language, you would go live in another country for a duration.  That time away, 
immersed in the language, would serve you better than trying to study it in a traditional sense.  
He says, “So you can teach anyone at Fox about cultural differences and all those things, but 
until you actually live it, I don’t think you can fully understand it.”  
Randy Schild’s words connect right back to Madison’s newfound understanding of her 
students because of her homestay placement.  One of the goals of the Tillamook Model is to 
retain culturally responsive teacher candidates within the district.  However, Randy Schild shared 
that their retention is not what determines this model to be successful, “Whoever these student 
teachers are, and wherever they end up wanting to teach, they will be better prepared to deal with 
the demographics they have within their classroom when they get there, by going through this 
experience.”  Bruce Rhodes, Grant Writer/Foundation Director, seconded this when he said that 
though the district would like to hire them, he recognizes that they may be hired in another 
district, and that “they are better prepared because of the experience they had in Tillamook”  
The administrator from George Fox shared a realization they had, with regard to the 
Tillamook Model, following a Teachers Standards and Practices Commission (TSPC) meeting.  
During the meeting, a dean from another teacher preparation program had shared an “Area for 
Improvement” they had received “on their report from TSPC about the lack of diversity that 
some of their candidates were exposed to in student populations.”  This dean was sharing about a 
program they had with a virtual school in Alaska in which their candidates had the opportunity to 
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work with Native students by teaching in an online environment.  The administrator continued to 
share that this program was strategically giving some of their students an opportunity to work 
with a diverse population.   
This story caused the George Fox administrator to think about the Tillamook model and how:  
[I]t made me think about Tillamook and about how we had deliberately created an 
opportunity for candidates to be in a situation that was a lot different than what they grew 
up in, probably what they went to school in, and maybe even a lot different than what we 
could have provided for them within the 30-mile radius of our campus. 
The administrator continued to share that while there have not been many participants to 
date: “I think it is an example of a deliberate commitment on our part to expose our candidates to 
diverse populations, both economically and ethnically racially, and language-wise,” noting that it 
“demonstrates [the institution’s] . . . understanding that it is important to provide those 
opportunities for candidates.”  They note that it is worthwhile to share with other institutions that 
if they are “willing to make a commitment to look at placing them in some more distant districts, 
you can get a really good experience for your candidates.” 
 In addition to the George Fox administrator recognizing the deliberate attempt to expose 
candidates to a diverse cultural experience, Randy Schild also discussed this.  He shared that 
when we talk about equity, there is so much “we don’t even know that we don’t know.”  By 
providing teacher candidates with an opportunity to live with Latino host families, especially in a 
time of government changeover and concern about families’ futures, candidates are going to dig 
deeper into what they were unaware of not knowing.  
 Today’s classrooms demand culturally competent educators who are able to support all of 
their learners.  Intentionally placing students in homestays that allow them to engage with a 
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family transitions their understanding from merely textbook to something deeper.  Having seen, 
on a daily basis, how culture impacts students at the family level, candidates are more aware of 
who their students are, how this impacts them in the classroom, and how to support them.        
Conclusion 
 As the Tillamook model is now in its fourth round, third year, I am eager to continue 
exploring the benefits to the teacher candidates as well as the district.  Co-teaching is impacting 
teacher candidates, cooperating teachers, and the learning gains of K-12 students.  The district is 
seeing their grow your own model come into fruition as they prepare for their first round of 
graduates ready to take on their own classrooms. 
Additionally, teacher candidates, future teachers, are being refined through their 
homestay experience with Latino children, gaining a greater understanding of who they are and 
how their culture shapes them as learners.  As the homestay placements with Latino families are 
now in their second round, the benefits to the families and the Latino community are just 
beginning to become apparent.  Before conclusions can be reached, more time and research are 
required.  However, based on the stories shared through participant interviews, one can see that 
the school district is forming relationships with Latino families that will have a positive effect on 
the education of their children and the future of their community.  Additionally, teacher 
candidates are beginning to get a glimpse into the home lives of their students, directly impacting 
their practice.  
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CHAPTER 4 
THE CHALLENGES OF THE TILLAMOOK MODEL AS IDENTIFIED 
BY THE PARTICIPANTS 
Introduction 
The benefits of the Tillamook Model, as have been made clear through the voices of 
participants, are already manifesting for all stakeholders.  The teacher candidates are gaining in 
their cultural understanding, the university is exploring how they can utilize this partnership to 
support CAEP data, the children of host families are gaining exposure to the spirit of a young 
teacher, as well as to the opportunities of higher education, and the school district is building rich 
relationships with families in their community and adding to their “grow your own” population. 
This chapter explores the challenges presented through the interviews examined for this 
dissertation, such as the lack of internet access, communication within groups, retention of 
teacher candidates in Tillamook post-graduation, duration of implementation, challenges within 
the homestay placement, and expansion of the program.  Not only does this chapter reveal the 
challenges with the model, it discusses supports that have previously been implemented, as well 
as supports recommended to counteract them.  
Internet Access 
As teacher candidates in the Tillamook Model are still completing course work for 
licensure and attending their senior seminar course remotely, they need access to the Internet.  
However, Internet access in the home has not been a requirement for families to host a teacher 
candidate.  
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One of the host families, who hosted two teacher candidates at the same time, did not 
have Internet access in their home.  The lack of Internet caused challenges for both teacher 
candidates.  Jane, one of the candidates in this home, shared: 
[B]ecause we didn’t have the Internet access we had to stay away from home often.  So 
we didn’t spend as much time [with the family] as we would have liked. . . . With all the 
homework and assignments it ended up that especially the middle months of October and 
November, they were just full of us trying to get lessons planned and homework done . . . 
. We would come home, be super-tired, and just go straight to bed, super-early, too. 
Madison, the other candidate in the home, shared, “I don’t really have any complaints besides 
Wi-Fi connections.”  The lack of Internet access certainly caused challenges for Jane and 
Madison.  In discussion with the candidates, I learned that the students were disappointed about 
not having Internet in their homestay.  As Jane pointed out, it caused them to be away from the 
home, thus limiting the amount of time they were able to spend with their host family.   
This challenge was presented to the design team early in the students’ experience.  They 
strategized how to provide the students with Internet access in the home.  They talked to Verizon 
Wireless Service about getting the students a Hotspot.  The Hotspot would have had to be linked 
to a cellular plan.  Unfortunately, since the Tillamook model has been grant funded, the cellular 
bill could not be reimbursed for the Hotspot.  The grant required specific documentation and the 
way the bill would have been created would have prevented reimbursement.  The design team 
also explored having Internet installed at the house for the students.  Unfortunately, this too did 
not work.  The solution the design team landed on was to encourage the students to use Internet 
in the community.  The library, coffee shops, and each of the elementary schools provided 
Internet access.  This is still an area the design team is working on.  They do not want the lack of 
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Internet to be a barrier for prospective host families.  They continue to strategize how best to 
support students who live with a host family that does not have Internet. 
While the lack of Internet in the homestay provided a challenge, Jane had a profound 
perspective on it: “I won’t say it is a negative, because living in that family and them not having 
that in the house, really opened up my eyes to what it is actually like.”  Her cooperating teacher 
tended to send a lot of Internet-based things home for families.  Through not having Internet, she 
became more sympathetic to families that do not have Internet in their homes, recognizing the 
strain it put on individuals.  
When asked how this impacted her teaching, Jane shared that she “was aware that all 
students aren’t able to have Internet access,” so when she gave them homework, she was 
strategic and did so in a way that allowed students to be engaged in learning at home even if they 
did not have Internet.  
Jane’s understanding of her homestay family’s lack of Internet access allowed her to step 
into a part of their world, and experience a barrier that some of her students faced.  This 
experience became even more real to her due to the fact that one of her homestay brothers was 
also in her classroom. 
Jane’s understanding of the impact the lack of Internet had on her students and host 
family is one I intend to share with the design team.  It is a profound view into the barriers that 
K-12 students and their families face.  The design team may choose to intentionally place teacher 
candidates in homes that do not have Internet access to help candidates understand this 
challenge.  Should that be the decision at that time, I suggest that the design team be intentional 
in helping candidates locate Internet right away and work with the school district to ensure that 
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teacher candidates have keys to the school so they are able to utilize the school’s Internet during 
evenings and weekends.     
Communication 
One of the major themes regarding challenges to the success of the Tillamook Model 
involves communication.  Communication is an area that can continuously be improved.  As 
Tillamook is a distance from the university, it is important that communication is clear, concise, 
and leaves everyone feeling supported.  Communication challenges within the Tillamook Model 
made themselves known surrounding teacher candidates and host families being provided with 
space to connect prior to moving in, as well as discussing boundaries, and house rules.  
Additionally, the language barrier between English-speaking candidates and Spanish-speaking 
host parents was challenging for one teacher candidate.  Other communication challenges 
surrounded logistical components between the design team and host families, co-teaching 
expectations and connecting teacher candidates with their senior seminar course.  While email, 
video chat, and cell phones have made it easier to communicate, this is still different from being 
placed in a school/district that neighbors the university.   
 Meeting the host family prior to moving.  Across the interviews, one of the things a 
host family, a teacher candidate, an administrator, and Debbie Klumph, Tillamook TeachOregon 
Site Coordinator, all commented on was the challenge and/or discomfort that came from 
candidates not meeting host families prior to their arrival in Tillamook.  In the first year of the 
program, the homestays did not go as the design team had intended.  They were arranged much 
later than anticipated, which caused worry for candidates as expressed by Kathryn:  
Well, we didn’t find out until right before break, so that was a little bit stressful.  We  
had talked about having a barbeque, get-together or something with them before hand  
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and that was reassuring and then that didn’t happen.  It just would have been nice to  
know ahead of time and be able to meet them. 
 One of the host families also noted the tension caused by not meeting the candidates and 
their families prior to their arrival in Tillamook.  As Debbie Klumph described Lilly’s move-in, 
she said Lilly’s family was “nervous.”  However, Debbie Klumph said that as they moved Lilly 
into her homestay placement, Lilly’s family “just got more and more comfortable.”  Debbie 
Klumph said she remembers the weight coming off of Lilly’s family’s shoulders and Lilly’s 
family saying, “oh, we were so worried about this.  This is a great situation.”  Host father number 
one, Rick Klumph, said: 
I don’t think we had met [Lilly] before she showed up.  That would have been nice.  I 
know you are doing that now, but for her parents more than us, it would have been a 
better transition and they would have had a higher comfort level.   
In the second year, just before the third semester of the model, the design team 
implemented a specific meeting time for teacher candidates, their families, and the host families. 
In his interview, Bruce Rhodes, Grant Writer/Foundation Director of Tillamook School District, 
discussed the importance of helping the families connect so that they could see the value in the 
experience rather than seeing it as “a barrier” or an experience “their kids have to survive.”  He 
explained that the immersion practicum “is an opportunity to grow.  To go live with a family in 
their day-to-day life, that is a pretty rare opportunity.”  Bruce Rhodes shared that it is important 
to be aware and “not taking that for granted,” recognizing that it is a stretch for people, even 
though the design team also believes that it is an enriching experience in which the teacher 
candidates will learn a great deal.  He said, “I think we kind of made the mistake that we just 
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thought that that coolness and the newness and the different cool opportunity here would take 
away the anxiety and just everyone would step into it without hesitation.” 
Bruce Rhodes said that when you really reflect on what we are asking people to do, to 
“accept a college-age student in their family for months, and on the reverse side, for someone to 
step into a pretty different environment than they have ever experienced before,” you can 
understand that it is a significant challenge.  Bruce Rhodes explained that the design team had 
overlooked how challenging this could be for participants, but once they implemented supports 
to connect the families (teacher candidates’ families and host families) ahead of time, things 
smoothed out.  He reiterated the importance of creating space for people to connect adding, “You 
can’t take that for granted.” 
The design team learned to be intentional when creating space for the teacher candidates’ 
families and host families to gather for a meal.  This event has happened two times now (spring 
2015 and summer 2016).  The first time, the event was held at one of the host family’s homes.  It 
was held in early May before the students were to start at the end of August.  Two of the three 
teacher candidates attended.  The third was on her way home to end the semester.  Each of the 
teacher candidates brought a family member with them, and both host families attended.  Each of 
the host families brought either extended family members or friends.  The university had 
administrative representation, and both Debbie Klumph, Tillamook TeachOregon Site 
Coordinator, and I, the George Fox TeachOregon Site Coordinator, attended with our spouses.  
The principal from one of the elementary schools attended, and the university supervisor from 
George Fox, who is a Tillamook resident, attended as well.   
 The second year the event took place, it was held at the restaurant the host family owns.  
Both teacher candidates attended.  One brought both her parents, and the other brought her 
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father.  As both young women would be living with the same host family, only one host family 
was invited.  Unfortunately, the host family members were working and were not able to join the 
candidates and their families for lunch, but the host father and one of the daughters were working 
at the restaurant location, and were able to meet the students and their families.  Additionally, 
both teacher candidates and their family members were able to see where the students would be 
living during their Tillamook experience. 
 By implementing the meet and greet prior to candidates moving to Tillamook, anxiety 
levels have been reduced.  The families have enjoyed the social interaction with one another, as 
well as the opportunity to see where and with whom the candidates will be living.  It has been a 
positive addition to the homestay component of the Tillamook Model.   
 Boundaries in the homestay.  One communication challenge I discovered had to do with 
setting boundaries.  Both host families interviewed shared areas in which they needed to 
establish boundaries with their teacher candidate.  The design team needs to be intentional in 
encouraging host families and teacher candidates to discuss boundaries such as quiet hours 
within the home and the family’s policy on having friends and significant others over to visit.     
As I was interviewing host family number one, Rick and Debbie Klumph, I learned that 
Lilly had invited her boyfriend over while the host parents were gone.  Debbie Klumph 
explained, “She was an adult, so it was just different, it was something that we didn’t expect.  
That was a surprise.  That is probably the best way of saying it.”  When asked if they were able 
to work through it together and set house rules, the host family said they chose to ignore it. 
Rick Klumph said, “I think the biggest thing we struggled with was she was in love, the 
boyfriend thing.”  “That was the one thing that probably made it awkward,” Debbie Klumph 
added.  Rick Klumph said, “She asked if her boyfriend could come over for the weekend while 
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we weren’t going to be there, and we said no.  We were uncomfortable with that.”  Rick Klumph 
said, “It wasn’t something that made the whole experience bad or anything.  It was just one of 
the little hiccups that we had to deal with.”  When asked if they felt comfortable raising their 
concern with the university, the host family responded that they felt comfortable contacting the 
university, but did not see it as an important factor in the candidate’s performance in Tillamook, 
so they handled it on their end.   
In an interview with host family number two, I learned that they set boundaries with 
students when they learned that the candidates were on a different schedule than the host parents.  
Christy Hopkins, host mother number two, shared:    
They are a little bit more late night, because they are college kids and they are doing 
papers and homework, and we’re more early to bed people, so . . . that would be really 
nice, for families that are hosting . . . to have just a little more space.  I think if there was 
a bedroom down here [pointed at end of the home] it would have been no problem at all 
whatsoever. 
Host father number two, Mark Hopkins, laughingly shared, “Samantha was a singer and so she 
would sing until midnight.”  Christy Hopkins jumped in, “She didn’t because we talked to her, 
but she would have . . . she’s more vocal because that’s just who she is,” noting a characteristic 
of Samantha’s personality.  Mark Hopkins shared that it could have been challenging to have 
Samantha at the home because “She was an only child and she used to . . .  just like her singing 
and her being loud on the telephone until 10:00 at night.” 
When I asked them how they handled the situation, they shared that they just addressed 
it.  Mark Hopkins said that he is “pretty direct.”  Christy Hopkins agreed and said: 
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I think we came to a point, where we just figured out that if they are going to be in our 
home and it is going to be a good relationship.  We have to lay down some of the house 
rules, and so yeah, we just had to let her know it was kinda loud and we needed our rest 
and I think she tried to be respectful of it.   
They set a nine o’clock “quiet time.”  It was clearly communicated that candidates did not have 
to go to bed then, but they must have a respectful noise level at that hour, so the host family 
could get the rest they needed.   
Host family number two also shared a story about one of the candidates taking a steam 
bath that resulted in water dripping down the walls.  The host father got frustrated with the 
candidate because he is a painter, and knew what that would do to the walls.  They spoke with 
the candidate about it.  The host mother said that the next day the candidate said they understood 
and they did not have a problem with it again.    
Both families handled the aforementioned situations similarly to the host families 
discussed in the study by Knight and Schmidt-Rinehart (2002), in which a majority of the 
families said they tried to correct challenges they had with students independent of the 
institution, and chose not to report them.  With respect to the boyfriend situation described 
above, Rick Klumph said:  
Other than the weekend where he showed up and we weren’t here, she didn’t push it.  
She asked that one time and we said that we weren’t comfortable with that, she didn’t 
push it or pursue it anymore. . . . I think if it was something that she was going to make 
an issue of, then we may have questioned it a little bit more aggressively and going to 
George Fox, or questioned her and said, well, do you want to make an issue of this, 
because I know you signed something but it never came to that.  It never elevated to that 
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level of a problem.  It was more of a comfort level.  It elevated to an uncomfortable 
situation but it didn’t last.  It was an interesting little twist. 
As Debbie Klumph, Tillamook TeachOregon Site Coordinator, was also the host mother 
in this situation, she recommended (without the design team knowing of the incident) the 
creation of the TeachOregon Host Family and Teacher Candidate Guidelines (See Appendix E).  
This required both the teacher candidate and host family to sign a written statement to show that 
everyone had a similar understanding.  Additionally, upon learning this information, while 
meeting with candidates in the fourth round, I discussed setting social boundaries with host 
families.  
 Behavior expectations.  When the Tillamook Model was first implemented, clear 
communication between the design team and host families in regards to the behavior 
expectations of teacher candidates was not in place.  This lack of communication placed stress on 
host families, which was made clear in the two host family interviews conducted for this 
dissertation.  Host family number two had some apprehension about taking a teacher candidate 
into their home.  As Mark Hopkins said, “You don’t know these girls, and opening up your 
house to basically strangers, you know, but it didn’t take long that either one of them, we trusted 
them right off the bat basically.”  Mark Hopkins shared about his own children as he explained 
his concerns.  He said:  
[M]y kids were pretty disciplined about what time they came in and how late they stayed 
out.  Uh, that type of thing.  So all those questions are, you know, how much of a curfew 
can we put on grown ladies, basically, and I’m not going to be happy if they are out doing 
stuff and come in noisy at 11:00 at night, and bang around.  And another question I had is 
boys.  What are the rules with boys?  I’m not going to be happy if they are bringing boys 
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to the house all the time and I don’t know ‘em.  All those are questions we had, but we 
didn’t really have to address.  But they were questions.   
When asked if they felt comfortable coming to the university for help with these questions, Mark 
Hopkins said that it would have been nice to have a direct contact, so they knew who to contact 
regarding the “guidelines.”  Christy Hopkins added that she felt she had a direct line to me, the 
George Fox TeachOregon Site Coordinator, should they need to address any issues.  Christy 
Hopkins said they did not know the girls were not allowed to have alcohol per university policy 
and they offered one a glass of wine.  The candidate declined, and they felt bad for making the 
candidate feel like she would want to compromise her contract.          
The TeachOregon Host Family and Teacher Candidate Guidelines (See Appendix E) 
were created to bring clarification to host families with respect to candidate behavior 
expectations.  They address the concerns shared here as well as another concern that host father 
number one, Rick Klumph, expressed: 
I think when it was first laid out to us, I thought they had to sign something that there 
wasn’t going to be a boyfriend in the picture.  So we were surprised when there was. . . . 
It was fine, just a little awkward.  
To clarify, George Fox students sign a “Lifestyle Agreement” but they are not restricted from 
having a significant other.  When applying to the university, students sign an agreement to 
follow the Lifestyle Agreement of the university.  When members of the design team created the 
TeachOregon Host Family and Teacher Candidate Guidelines, they sought guidance from the 
George Fox University student handbook.    
Having these guidelines available for the first round of host families would have also 
helped host family number two know that students are not allowed to have alcohol.  When asked 
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if a copy of the George Fox Lifestyle Agreement would have made host family number two feel 
more comfortable, the host parents acknowledged that it would.  Christy Hopkins said: 
If that’s shared with the homeowner that’s probably beneficial, ‘cause they go in with the 
mindset of, oh, George Fox’s expectations and ours are pretty parallel, so we should have 
no problems, and if we do, we go to George Fox because we are not bound.  
Mark Hopkins agreed and said that having the guidelines would have provided a 
document for them to refer to, had they had any problems.  Debbie Klumph commented:  
I feel like you guys have already made improvements in that the communication between 
host families and candidates and the university is at a much higher level, a much more 
open level.  The expectations are very clear.  So there has been a lot of improvements that 
have happened.  We were the first host family, so since then, I feel like there has been a 
lot of improvements.  
The implementation of the TeachOregon Host Family and Teacher Candidate Guidelines  
(See Appendix E) has provided documentation and common language of the behavior 
expectations the design team has for participating candidates.  
While the design team has made improvements with regard to communication with host 
families, they are continuously working to make communication more seamless.  As it is 
currently set up, the host families are arranged through Debbie Klumph, Tillamook TeachOregon 
Site Coordinator.  Once the homestay is arranged, the teacher candidate is given the phone 
number of the host family and is asked to arrange their move-in time.  All candidates are asked 
to move in the Saturday before their placement begins.  Additionally, I, the George Fox 
TeachOregon Site Coordinator, am present when the students move into their homestay 
placements.  Clear communication with homestay families about the behavioral expectations of 
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teacher candidates is essential to lowering their anxiety about welcoming a candidate into their 
home.  By having teacher candidates sign the TeachOregon Host Family and Teacher Candidate 
Guidelines (See Appendix E), candidates understand that host families have been made aware of 
the behavioral expectations to which they are being held.    
 Language barrier.  One goal of the Tillamook Model was to place teacher candidates 
with Latino host families to provide teacher candidates with exposure to a different culture.  By 
placing candidates with families whose children were bilingual, English and Spanish, the design 
team believed this would provide enough communication support between the English-speaking 
teacher candidate and their host family.  However, one teacher candidate expressed how the 
language barrier impacted her ability to establish a relationship with her host family.  One of the 
candidates, Madison, discussed the impact the language barrier had in her ability to establish a 
relationship with her host family: 
[I]f I were to speak Spanish it would have made it so much better and so much easier.  
But that’s a personal problem.  I didn’t really realize.  I knew it would be obviously hard 
to communicate with someone that I don’t speak the same language, but I didn’t realize 
how much it would – I don’t think it would have been awkward as far as me living there, 
if I was able to just talk to them and get to know them, and I felt that I couldn’t. 
The design team felt confident in placing the candidates with Spanish speaking families, as the 
children in the home spoke English.  In fact, the children in the homes have been instrumental in 
helping to arrange the homestays.  Debbie Klumph, Tillamook TeachOregon Site Coordinator, 
who is also a high school math teacher, talks to current students or their older siblings about 
hosting George Fox students.  The high school student becomes the liaison between the school 
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district and the parents.  They also become the communication liaison between the teacher 
candidates and the homestay families with regard to the move-in date and time. 
While Madison found her host family to be welcoming, she struggled to adapt to her 
homestay, citing the language barrier as a factor in this struggle.  She noted: 
I sometimes felt, and it wasn't anyone's fault, I think I didn't really think I felt all the  
way comfortable.  As far as cooking and stuff, I didn't really cook the whole time,  
because there is a lot of stuff in the kitchen, and I definitely could have if I made the  
effort, but I just didn't feel like I wanted to.  I don't know, I don't know if that is  
normal, but it was just always a little bit awkward as far as hanging out together.  It  
never really got comfortable, just because I felt like I was intruding and definitely  
the language barrier.  If you can talk to them, obviously, you can, I don't know, build  
a relationship.  Most of the time we couldn't really communicate.  I could  
communicate with the boys and stuff, but as far as the parents, if I did eat dinner  
with them or something, it was just like silence.   
 In their study, Rodriguez and Chronet-Roses (2014) found that candidates who were 
placed in a home with a family who spoke more English had a better experience than students 
who were with a family who knew little English.  This will be something for the design team to 
discuss.  The goal is to help candidates experience a new culture.  If they feel they are unable to 
engage because of the language barrier, the design team may need to look at placements that 
have more English speakers in the home, or encourage the children in the families to help bridge 
the communication gap.   
One way the design team has tried to remediate the language barrier is by placing two 
candidates in the same homestay.  In the third year of the program (spring 2017) two candidates 
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are placed together, one of whom speaks some Spanish.  Additionally, when design team 
members met the teacher candidates after they arrived in Tillamook, they communicated with the 
candidates about trying to engage the family members in conversation, even when it may mean 
having the children in the home help translate for the family. 
 Design team’s communication with host family.  Communicating with host families is 
an important piece of the Tillamook Model.  Homestay placements need to be solidified for 
teacher candidates in a timely manner, and host families need to complete paperwork that allows 
them to receive their host family stipend.  Additionally, schedules need to be coordinated quickly 
so that host families and teacher candidates’ families can come together and meet prior to 
candidates moving into their homestay placements.  Debbie Klumph, Tillamook TeachOregon 
Site Coordinator said: 
[I]t took a long time for us to get the paperwork [for the stipend] from them [second 
Latino host family] to be paid, and I think part of that could have been a communication 
issue, or it could have been that they didn’t feel like it was necessary, or it could have 
been just the uneasiness of filling out government paperwork.  
The communication challenge with host families was one the design team ran into 
occasionally, whether the hosts were white or Latino.  The families were all very busy, and 
communication took a long time.  In communications with Latino families, the conversation 
would start with the high school children and Debbie Klumph, then would go to the parents, then 
back to the children, and then back to the site coordinator, so it took a very long time to solidify 
plans.  Additionally, the design team learned that different cultures have different time frames.  It 
was very important to the design team that things were done right now, while our Latino host 
families were much more laid back in their communication.  Until the team understood that the 
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differences were cultural, the lack of timely feedback caused a great deal of stress.  Reassuring 
teacher candidates that they would have a host family and they would get to meet them before 
moving in became critical to keeping teacher candidates and their families from worrying.  
Acknowledging the difference in attitudes toward time helps the design team set earlier deadlines 
for the decision making process.  Additionally, it is an area that calls for stronger communication 
with participants, which would help them understand the realistic timeline for arranging 
practicum components.  
Expectations of co-teaching and student teaching.  TeachOregon PAC districts have 
committed to utilizing the co-teaching model for student teaching.  The design team was 
intentional in making this the format for student teaching in the Tillamook Model.  The teacher 
candidates and cooperating teachers participating in the experience were invited to the 
workshops that were provided for the other TeachOregon PAC candidates and cooperating 
teachers.  Candidates and their cooperating teachers were invited to attend the co-teaching 
kickoff and an additional training session during their semester in Tillamook.  While the design 
team was intentional when inviting them to participate, they did not require that the candidates 
and cooperating teachers attend.  The lack of attendance caused miscommunication and 
misunderstandings surrounding co-teaching expectations.  
As the teacher candidates who participated in this program were in the undergraduate 
program, their expectations varied slightly from those in the Master of Arts and Teaching 
program.  This difference in expectations caused additional confusion.  Samantha, who did not 
attend the first training (though her cooperating teacher did), noted that being trained on co-
teaching earlier in her experience would have been beneficial.  Lilly, who also did not attend the 
co-teaching training in late August (though her cooperating teacher did), said:  
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[B]oth Samantha and I thought that we were going down for just regular old student 
teaching.  We weren’t briefed about how it was a different model or anything like that.  
Or maybe we were, and we just misunderstood.  We went down there under the 
impression that we would just be student teaching. 
When Lilly refers to the practicum as “regular old student teaching,” she is referring to the model 
of student teaching in which the student teacher observes for a period of time, gradually takes on 
pieces of the day, and builds up to a period in which the candidate has solo time while the 
cooperating teacher takes an inactive role in the classroom.  When the teacher candidates did not 
participate in the initial training on the model, there developed a communication gap.  
 Following Samantha and Lilly’s experience in the first phase of the pilot, the design team 
came to the realization that both the cooperating teachers and teacher candidates needed to be at 
the co-teaching kick-off.  It was vital to the success of the co-teaching relationship.  Both 
members of the co-teaching team needed to hear the same information surrounding co-teaching 
at the same time.  While Kathryn was also in Tillamook during the pilot year, she started in the 
spring (second semester, round two), and so she and her cooperating teacher both attended the 
co-teaching kick-off training together in August.   
During this training, teacher candidates and cooperating teachers, and some university 
supervisors and administrators, come together to gain a better understanding of the co-teaching 
model and how to implement it in the classroom.  The majority of the teacher candidates who 
attend these sessions are in a fast-tracked Master of Arts in Teaching program, and in a yearlong 
co-teaching placement.  The candidates who are teaching in the Tillamook Model are 
undergraduate students who have two placements, a part-time placement and a full-time 
placement, with different cooperating teachers.  Kathryn shares that while there needs to be 
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opportunity to hear the stories from those around them, candidates and the cooperating teachers 
of the distance experience need space to ensure that everyone understands the expectations of the 
practicum.  In the second year of the model, teacher candidates and their cooperating teachers 
attended the co-teaching kick-off together, and the majority of them attended a second workshop.   
As is evident from Jane’s comments, there was a bit of confusion surrounding the co-
teaching model and expectations of the department:  
What my CT and I struggled with in the beginning . . . [was] having more clarification 
about the expectations with the TeachOregon co-teaching.  The program that we had 
when we had a meeting together, and the things that we talked about, as well as our 
university expectations of student teaching.  We were getting two different things from 
both sides.  That’s how we interpreted them.  They might have been the same.  “Are we 
doing the right thing or doing the wrong thing?” because we were hearing two different 
things. 
She explained that during her full-time student teaching, there was confusion surrounding co-
teaching during her five weeks of taking the lead.  Jane shared that later they did get 
clarification, but this is an area the design team is continuing to support. 
In addition to the work needed in understanding expectations, another challenge for 
individuals is implementing co-teaching with fidelity.  Madison said: 
I liked how [my cooperating teacher] and I did it . . . we thought it was important that I 
still had time where it was just me.  So during my five weeks it was just me, but before 
and after it, we did implement the co-teaching where sometimes we would switch off. 
Samantha said she wished she’d had more time to solo teach so that she could have been able to 
develop a better grasp of what it would be like to teach in her own classroom.  As co-teaching 
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becomes a more adopted model by the university as a whole, my hope is that this increased 
practice will help clarify expectations for teacher candidates and cooperating teachers.  
Additionally, I anticipate that as more individuals become aware of the benefits to student 
learning that co-teaching brings, cooperating teachers and teacher candidates will see the impact 
it could have on their classroom and as a result steer away from the traditional model of student 
teaching.   
Entering the third year (fourth round) of the program, three new strategies have been 
implemented, in addition to requiring that the teacher candidates and cooperating teachers attend 
the kickoff training together.  The first is to send the university supervisor who oversees the 
candidates to a St. Cloud Co-Teaching Train the Trainers Workshop.  His role in the Tillamook 
Model has been very important as he has the support of both the district and the university.  By 
increasing the knowledge he has surrounding co-teaching, he is able to support candidates and 
cooperating teachers as they implement the model in the classroom.  He is able to clear up 
misconceptions such as the ones Jane and her cooperating teacher had, better clarifying what it 
means for teacher candidates to take the lead, and how it works when two teachers remain 
actively engaged in the classroom.  He is also able to help candidates and cooperating teachers 
like Madison and her CT see how the co-teaching model not only prepares candidates for their 
own classroom, but increases the success of the students in the practicum classroom.    
The second intervention employed is a co-teaching refresher course.  Because the initial 
training was in August, and the candidates did not start their placements until January, members 
of the design team felt it important to create space for cooperating teachers and candidates to 
review co-teaching strategies.  The refresher course created a space in which the candidates and 
co-teachers could discuss what it means for a candidate to take the lead, and how to collaborate 
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with one another as they work together to meet the needs of the students in their classrooms.  
Additionally, the design team wanted to provide space for the pairs to work on their professional 
relationship.  Not only were teacher candidates and cooperating teachers at this training, but also 
building principals, school district administration, the university supervisor, and a school board 
member.   
Two months after this meeting, I was able to observe a pair of teachers who teach the 
same grade with their teacher candidates implementing co-teaching.  They had divided the two 
classrooms into four groups.  One of the teacher candidates was providing direct instruction to 
one group of students, while the other teacher candidate was working with the two cooperating 
teachers to implement stations.  This model allowed the group sizes to be reduced.  
For the third intervention, members of the design team met informally with the teacher 
candidates to make sure all their questions were answered.  Providing this space for the 
candidates to ask questions has already proven to have a positive impact.  The teacher candidates 
are emailing me, the George Fox TeachOregon Site Coordinator, frequently to ask questions, 
showing that they feel comfortable reaching out for support.  
Another support the undergraduate department and clinical practices office executed for 
the fourth round (spring 2017) was a co-teaching progression chart for cooperating teachers, 
teacher candidates, and their university supervisors to use as a guide for the clinical experience.  
The document helps candidates and their cooperating teachers understand when the candidate 
should be taking the lead in instruction and planning.   
As co-teaching is becoming a more prominent model of student teaching university-wide, 
and cooperating teachers, teacher candidates, university supervisors, university faculty, and 
administrators are gaining a common definition of co-teaching, my hope is that communication 
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challenges surrounding the model will be reduced.  As the Tillamook Model is now in its fourth 
round, there appears to be less confusion and more consistency surrounding expectations of co-
teaching during student teaching in Tillamook.  
 Connecting with senior seminar.  One challenge that arose for multiple candidates was 
the ability to connect with their weekly senior seminar class.  The professor of the senior seminar 
class supported the students by allowing them to attend class weekly through a Skype 
connection.  While they appreciated not having to drive to class, they did comment that there was 
a slight disconnect between themselves and the group.  All three candidates who commented on 
the challenge of connecting with their senior seminar course were a part of the Tillamook Model 
during the pilot year.  Samantha noted: 
It was really nice that we didn’t have to drive an hour and a half one-way to go to classes, 
but Skyping – sometimes technology fails, or the one time it was the most important, 
talking about our license and going through our folders and we couldn’t hear.  It was 
slightly a disaster, so feeling helpless to communicate with your cohort, that would be 
one thing that was hard with being away.   
Lilly also commented on the challenge of attending class remotely: “We need a better way to get 
in contact with our weekly class.”  “When she [the administrative assistant] came in to talk about 
that [licensure paperwork], we couldn’t hear anything she was saying.”   
In addition to struggling to know which documents they were working with, Kathryn also 
found the lack of community to be a bit of a struggle:  
That was a little bit harder.  Our cohort was really tight-knit, so I know all of them were 
there 20 minutes early before the teacher was, just talking about things and life and all 
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that stuff.  It was a bummer to miss out on that, just because you don’t talk to them 
sometimes on Facebook about that stuff. 
This challenge, the lack of community, was a bit out of the hands of the design team.  The team 
works hard to recruit multiple candidates to participate in the model at one time.  Unfortunately, 
the candidates set to be in Tillamook at the same time as Kathryn backed out at the last minute.   
With respect to the challenges individuals faced with the materials used in the senior 
seminar course, I, the George Fox TeachOregon Site Coordinator, worked with the senior 
seminar professor to support candidates.  During the second year of the program, a handful of 
candidates student-taught abroad and needed to have the information from seminar delivered to 
them differently as well.  
A great deal of important information is delivered to candidates through their senior 
seminar course.  It is important to have a clear communication process for the course in place 
prior to the implementation of the distance immersion practicum.  Faculty delivering the course 
needs to decide on, and communicate to teacher candidates the platform they will use to 
implement the synchronous sessions.  Prior to the first session, it needs to be tested to ensure that 
remote individuals can clearly hear the presentation.  Additionally, any important documents 
need to either be given to candidates prior to their departure or placed in one electronic file, as 
having multiple delivery methods of documents can be confusing for teacher candidates.  
Teacher candidates need to be aware of important conversations (i.e. licensure), and have an 
opportunity to clarify information.  In order to remedy the lack of community with their peers, 
one of the teacher candidates remaining on campus could be in charge of connecting virtually 
with those at a distance, welcoming them to join the conversation prior to the professor arriving 
for class.  
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Distance 
One of the trials teacher candidates shared was the challenge that distance brought. 
Tillamook is approximately 75 miles from George Fox University’s Newberg campus.  This 
distance is a barrier preventing faculty from easily checking in face-to face with candidates.  
Additionally, it makes it challenging for students to retain the social relationships they are used 
to having with their peers.  One candidate, Samantha, said she found herself “a little bit lonely” 
on the weekends, because her friends were not there, but also found that the time away from 
people allowed her to focus on her school work: “People didn’t come and visit me. Only one 
friend did . . . you do miss spending time with friends, even if you don’t really have time.  
Sometimes you just need to have that break.”  Kathryn also noted that the distance created 
hardship: “I mean it is always hard to be away from my family.  I think that that might be the 
biggest part of it.”  Jane too felt the strain of the distance:  
I would say it was a good experience, positive, good experience.  I would say that I  
really did enjoy it.  I was talking with Madison and Emma, if you take Tillamook and put  
it an hour closer to Portland, I would love to live there, if it was at least an hour closer to  
my home, at least.  
The George Fox administrator also commented on the challenge that distance brings to 
the experience:  
I’m not aware of how involved and invested our faculty are in going out and observing or 
interacting with their students and the CT in the field, even if it’s not for supervisory 
purposes, but for building bridges and for lending support and more of the morale and 
esprit de corps type things that you might want to do with a school partner, but because it 
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is kind of far away, we don’t do it.  It is not just like driving over to Sherwood to say 
“Hi.”  It is more of a commitment. 
 As the George Fox TeachOregon Site Coordinator, I have previously served as the bridge 
builder the administrator discussed.  In addition to checking in with students via email and 
interacting with them at co-teaching training, I have been present for one to three days when the 
students move in, and checked in monthly at the site while the students are there.  As this has 
been a grant-supported program, this position will in the future need investment by the 
university.  As explained by the George Fox administrator, “That might be something we think 
about in the future, that if we want to keep maintaining these, we may have to put something in 
the budget to say that once a semester or twice a semester that somebody on faculty is going to 
go out and visit.” 
 Isolation.  As teacher candidates in the Tillamook model have been a part of campus life, 
they may struggle with being away from structured activities provided by the university.  As 
Lilly stated:  
It is a little isolated, a little isolating, but we have the beach and Portland doesn’t have the 
beach. . . . Not much to do out there.  You have to work to find things to do, instead of 
here [George Fox] where you can just go and pick up a flyer on the bulletin board and 
there are a whole bunch of different activities.  
When asked about being away from campus Lilly said, “When you are on campus, there are all 
these different activities and friends that you get to see, and over there [Tillamook], you don’t 
really get that.”  
 This is an area that has not been addressed in depth by the design team, as the lack of 
activities was not brought to the attention of the team until I reviewed the interview with Lilly.  
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Here the design team can be proactive as they welcome new candidates to the community.  
When members of the team meet with candidates, they can encourage them to get involved with 
the community as Kathryn did with the school carnival, and as Emma and Madison did by 
attending the school’s skating night (see chapter three).       
Retaining Candidates After Completing Their Student Teaching 
 One of the goals of the Tillamook model is to recruit candidates to stay in the district 
after they complete their student teaching.  As Bruce Rhodes, Grant Writer/Foundation Director 
of Tillamook School District, explains:  
It hasn’t happened yet, but one of the things that I certainly would foresee out of this is 
the opportunity to hire those teacher candidates and have them remain. . . . It hasn’t 
happened yet, which has been a little bit of a surprise to me.  I thought by now one of the 
teacher candidates would have matched up with an opening that we’ve had.  That hasn’t 
happened for whatever reasons.  
 Some of the candidates shared their challenges with remaining in Tillamook following 
graduation.  Samantha commented that there is a small young population.  The fact that she was 
looking for people to spend time with who were similar in age, and felt that she was unable to do 
so is reflected in her comments:  
It is really beautiful with the sky and the foliage, like the mountains.  It is coastal so there 
is a lot of greenery, and it is really beautiful.  But it is kind of also very small, smaller 
than I would care to – I don’t know, maybe when I was older and settled down.  For me, 
as a college student, this is too small.  I will never meet anyone here.  I don’t know 
anyone my age.  I think it is a great place to raise a family, especially if you have family 
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there, like growing up there.  But people my age, there was not anyone my age, so that 
was hard.  I couldn’t imagine myself there right after school.   
Kathryn had a serious significant other away from Tillamook, which impacted her 
decision to leave after completing her student teaching practicum:   
I think that if I didn’t know someone somewhere else, I would be much more likely to 
stay.  I think that is a huge part of it.  We are at a stage in our lives where you can kind of 
– if you are not really close to your family, you can kind of go wherever.   
While some candidates could not see themselves staying in Tillamook, Emma 
commented that she was interested in staying:   
Well, there was an opportunity that was brought to me for a position at Liberty, which is 
another school in Tillamook.  At first I didn’t really want the job, but then as the semester 
continued, I was just thinking to myself, I don’t want to leave this place.  I really love this 
district.  So I applied for the job.  I didn’t get it, which kind of makes me want to go back 
even more.  There is a potential opening next fall at the school where I student taught.  
I’m thinking of applying for that. 
When asked why this would be a good opportunity for her, Emma responded:  
Well, I just already have a connection down there in Tillamook with the staff, and I know 
the curriculum that they use.  I would be teaching the same grade that I was student 
teaching in.  I think it would just be a great opportunity for me as I start teaching and just 
an amazing district that really takes care of the staff. 
As the design team, along with the district, continues to support the candidates in the 
Tillamook Model, they plan to build community with the students who complete their practicum 
there.  For instance, during candidates’ first week, members of the design team will support them 
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by answering their questions and providing refreshment on the co-teaching model and strategies.  
As the model progresses, the researcher will continue exploring why candidates do or do not 
remain upon completing their student teaching.  The district may need to collaborate on how they 
can recruit these candidates while they are in Tillamook in hopes of retaining them.  “Like I said, 
surprisingly, we have not hired anybody out of this yet, but I’m sure that is going to happen,” 
said Bruce Rhodes. 
Debbie Klumph, Tillamook TeachOregon Site Coordinator, said that one of the next steps 
for the district is to reevaluate the way they approach hiring:  
We have had fabulous teacher candidates come from George Fox and some of them have 
been bilingual and we have not been successful in having our administration look at those 
as being viable candidates for our schools, for the elementary schools, partly because of a 
model, kind of a model that is not written, but it is kind of, this understood practice . . . 
teachers that don’t have a connection to Tillamook, they have stayed two years and 
moved.  We have found that teachers that have a connection, so teachers that are born and 
raised in Tillamook and go away to college and come back, or as adults they go to college 
and they live here, those have hiring preferences . . . it’s just a practice, that we have not 
hired any of the candidates that have come here, and I feel like that is . . . that’s a swing 
and a miss.  
Debbie Klumph discussed this next step of evaluating their hiring practices:  
[U]nderstanding that a candidate that is diverse in language, might not have all the 
experience, life experience, or might not interview, might interview differently than 
someone that understands the community, that has lived in the community, but in the 
long run, because we have a really solid mentoring program for our first and second year 
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teachers, helping our administrators see that those teachers would be an advantage in the 
long run to our students and our student population.  They haven’t seen that yet. 
After reviewing the data, I have learned that it may not just be distance that is affecting 
the recruiting efforts of the district.  It would be beneficial for the district to not only evaluate 
how they are supporting students in making connections to the community, but also examine 
their beliefs about hiring.  Should they find additional evidence that supports Debbie Klumph’s 
observations about hiring, they will need to discuss the goals of the district and explore 
professional development surrounding hiring practices and the possibility of making them more 
equitable.  
The Model Takes Time 
According to Bruce Rhodes, “The model itself, it took a while to get it all settled in.”  
While it would be wonderful to say this model was an instant success or that George Fox and 
Tillamook simply met at a conference and decided to implement this idea without any sort of 
foundation would be dishonest.  The George Fox administrator explained:  
Of course, this isn’t our first foray into partnering with Tillamook. . . . It goes back at 
least 15 years when we did some work out there in administrative license, and maybe 
even tried M.Ed.  That continuity of continuing to work with them I think has been very 
valuable.   
The George Fox Administrator shares that the district and the university have had the 
opportunity to collaborate “on grants together.”  Additionally, the George Fox Administrator 
shares that the collaborative partnership between the two institutions has created a strong base 
for their work:  
 They are really eager to hire our graduates.  They share their expertise with us when  
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needed.  They have been interested in expanding the possibilities of raising up a new 
cohort that will land on the coast.  Those are all successes where people believe in us and 
we understand and believe in them.  It has allowed us the opportunity to trust each other. 
The longstanding relationship between George Fox and Tillamook has created a 
foundation that allows the two institutions to trust each other as the design team navigates the 
model and addresses any necessary revisions. 
 Recruiting host families.  The recruitment of host families for teacher candidates took 
longer and was more challenging than initially expected.  It took collaboration between the 
design team, and district office, and community leadership to build bridges with potential 
homestay families.   
Leading up to the first semester of the pilot year of the model, the design team was 
unable to locate host families for the students until less than two weeks before the students were 
to move in.  The desire of the design team was to have the teacher candidates live with Latino 
host families.  It took longer to foster relationships with Latino families in Tillamook than the 
design team anticipated.  Debbie Klumph, host mother number one said:  
Well, when we hosted a teacher candidate it was because the host family agreement with 
a Latino family had not been developed enough for that to happen, so we were one of the 
host families [host family number one] from our school district, along with another host 
family [host family number two] from the school district. 
  In the second round of the program, three students were slated to go to Tillamook.  One 
was to live with a district employee (host family number two), and the other two were to live 
together with a Latino family (host family number three).  Unfortunately, the two candidates who 
  
123
were slated to live with the Latino family backed out at the very last minute (see later part of 
chapter).   
 In the third round (second year of the model), the design team had two Latino families in 
line to be host families for the candidates.  Two teacher candidates would live with one family 
(host family number three), and one candidate (who was bilingual) lived with the other family 
(host family number four).  Regarding the process of recruiting host families, Bruce Rhodes said: 
It took us a couple of years to get the families and the students all connected up.  The first 
time around we didn’t really have the families in line.  Then when we had the families in 
line, it wasn’t the right fit for the students.  Now that we are in this, where it has worked 
out and we have this pretty nice ongoing relationship. 
 In the fourth round (third year of the model), two candidates are currently living with the host 
family who hosted one candidate the year before (host family number four).  According to the 
design team, both Latino host families are eager to participate again.  Bruce Rhodes said that “it 
has just been a learning process for all of us working with this idea of connecting with these two 
families in the community and what that takes to make that relationship and build that 
relationship and maintain that relationship.”  Currently there are three Latino families who are 
ready and willing to host teacher candidates in Tillamook, as we have recently learned there is 
another Latino family eager to step in and host as well.  These relationships did not come from 
the design team knocking on families’ doors.  It was a matter of collaborating with the Juntos 
Program, the district Latino Family Liaison, the district Director of Educational Equity/Title 
Programs, and families within the community.  As Bruce Rhodes has said, the design team needs 
to continue to work with the community to grow the number of willing and available host 
families for future teacher candidates. 
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 Over the course of the Tillamook Model, the design team has learned that the host 
families are sharing their experiences with the Latino community.  The host family pool is 
slowly beginning to grow as the experience is proving to be positive for participants.   
 Limited participation.  Currently, the participants of the Tillamook Model have all been 
undergraduate teacher candidates who are working towards an elementary education license with 
an ESOL endorsement.  Presently, George Fox University does not have an undergraduate 
program for secondary education.  As Bruce Rhodes said, “So far we have only done elementary.  
I think going to the secondary level is a place that we can expand into and make this [the 
Tillamook Model] work at the secondary level as well.”  Debbie Klumph, in sharing that the 
Tillamook model has only taken place at the elementary school level said, “so far, so far, notice I 
said so far.”   
At this point, the only School of Education program that has been able to participate in 
the Tillamook Model is the undergraduate program.  This is due to the fact that the majority of 
their teacher candidates have completed all of the required on-campus course work, minus senior 
seminar, by the time they go to Tillamook.  In order for the program to expand to secondary, it 
would need the support of the School of Education to move classes to an online platform, or it 
would mean requiring candidates to complete all classes before they leave for Tillamook.  
Additionally, as the administrator from George Fox said, there is a big push toward 
standardization of clinical practice for students as preparation programs are trying to be sensitive 
to the needs and wants of district partners, such as having teacher candidates in their practicum 
for the full year starting with “in-service” week.  They said “we have to be really careful to 
ensure that we are responding to the concerns of our school partners and of the field to insure 
that we are getting the longest and deepest experience for our candidates.”  They continue:  
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[I]f we believe it is important for our candidates to have this kind of experience, we have 
to do it in such a way that all the other concerns that our faculty and our accrediting body 
and TSPC and others have about what it means to have a good field experience.  In other 
words, it is not good enough just to send candidates to some rural community where they 
are having an immersion experience if the school is not good, or if the placement doesn’t 
meet other criteria, and so forth.  
In order for the program to expand with regard to teacher candidates, the School of 
Education will need to come together to determine if there is a way to provide courses for 
distance students, if the cultural competencies gained by the candidates outweigh the challenges 
of restructuring courses, and if the candidates would be in yearlong placements in Tillamook or 
if they will follow the two-placement model that undergraduate program has followed.  As 
pointed out by the George Fox administrator, the desire for early, yearlong placements is a trend 
in many districts across the state of Oregon.  This is a philosophical issue that many faculty 
members debate on a regular basis.  Currently, the majority of teacher candidates at George Fox 
stay in the same placement for the duration of their student teaching, ranging from 15 to over 30 
weeks.   
 Individuals backing out at the last minute.  “Well, in particular, the one setback was 
when we had the incident where some students changed their mind at the last minute and said, 
We are not going to do this,” said the George Fox Administrator.  One of the greatest challenges-
turned-learning experiences the design team faced was when two candidates backed out of the 
experience after arriving in Tillamook.  This unforeseen incident caused many challenges for the 
university and district, and its resolution is a testament to the relationship that George Fox shares 
with Tillamook School District.  When the teacher candidates and their families decided that 
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student teaching in Tillamook was not a good option for the students, the district and university 
banded together.  The George Fox administrator went on to explain that following the incident, 
repair had to be done with the school district and host family.  They later explained: 
[W]hen you and I went out to meet, was it the [Latino host] family, in their home, in the 
aftermath of our candidates pulling out.  I remember Debbie Klumph [Tillamook 
TeachOregon Site Coordinator] telling us the story from her point of view and what she 
had gathered.  I remember standing in the yard and being greeted and going into the 
home.  I remember how uncomfortable I was, because I was – I didn't quite even know 
what I could say or do to help them know that we appreciated them and that we didn't 
understand or agree with the decisions that our students made.  I had no idea what kind of 
reception that we would have.  I remember sitting at the table with all of those people and 
I was given food to eat, and it was good food.  I remember kind of the feelings of good 
will and the sincere wonderings about, “What was this all about.  Why did it happen?  
What was wrong with us?  What did we do wrong,” and telling the family, “You didn't do 
anything wrong.  This was just odd.  We are sorry and we didn't intend for this to 
happen.”  That was a pretty significant thing for me…  
The incident not only challenged the university, it also caused strain on the district.  From 
that experience, however, Randy Schild, Superintendent of Tillamook School District walked 
away with a whole new perspective of a family in his community:   
Then when our first try-out [with Latino families] kind of wobbled and fell apart, the 
thing I came away [with] was respect and empathy for our families who are willing to put 
themselves out and then how the either racial or socioeconomic position that they find 
themselves in caused a really negative, uncomfortable situation and it shouldn’t have.    
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Not only did the university need to repair the relationship with the host family and school 
district, they also needed to support the students who backed out.  A faculty member and I met 
with the students to help them navigate the situation.  In the end, the students decided not to go, 
and the Clinical Practices Office had to react quickly and find new student teaching placements 
for the teacher candidates, which according to the George Fox administrator was “inconvenient.”  
Not only did the incident create urgent and challenging work for the placement office, the 
administrator believes “it created hard feelings around some of the faculty, because at least one 
faculty member said to [them], ‘Hey, they made their beds, let them lie in it.  They don’t get to 
student teach until the fall.’”  While the administrator understood the stance the faculty member 
was taking, they were under pressure to “find placements for these people.” 
Randy Schild said the experience made him “feel sad and frustrated,” but helped him 
realize some things about the community and the people involved:  
[W]e still face a lot of things that we would like to say are all gone.  We would like to say 
and believe that we are not a prejudiced community, but I’d say there are a lot of people 
in our community who still are.  In this case, it wasn’t our community, it was outside of 
our community, but it is the same thing.  Then the other thing that I learned from that is 
the grace that that family dealt with that situation was truly amazing.  It could have been 
relationship ending in a lot of ways, and yet they never gave a hint of that, not a hint.  
What that tells you, and what it should tell everybody is that there are things way more 
important than socioeconomic status or a person and a family and where they live and 
what they do for a living.   
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He said it is about the right way of looking at it and feeling about it, and that his “impression of 
one [‘group’] dropped a huge amount and [his] impression of the other raised a huge amount.  It 
had nothing to do with who was more privileged.”  
A related challenge encountered was that Kathryn was now the only candidate in the 
district.  She said that it was initially challenging for her because she did not have peers to 
collaborate with, but she quickly adjusted.  
In response to all this, the school district did not cut ties with the university, but rather, 
helped to strategize how to improve the process.  The two institutions recognized they could 
come together to increase support and structure in the program.  Additionally, the collaborative 
work of the design team, district, and university allowed the group to retain the host family (host 
family number three).  “As I recalled, they stuck with us and hosted last year,” said the George 
Fox administrator.  The family described above by the George Fox administrator hosted two 
candidates for the design team the following year, and are eager to host again.  
This experience drove great improvements to the model.  The first is the TeachOregon 
Intent to Participate (See Appendix F).  This contract alerts students that if they do not follow 
through with their practicum in Tillamook, they will not be able to student teach until the 
following semester.  The second and third improvements are a clear-cut move-in date for 
students and assurance of my presence when the students move in.  The design team decided that 
rather than having students move in when they choose, the students move in the Saturday before 
they begin student teaching.  Additionally, I am present when the students move in, and stay for 
a few days while the students settle into the district, to make sure all questions are answered.   
Debbie Klumph, Tillamook TeachOregon Site Coordinator also spoke to this challenge, 
explaining that it was a “teeny setback,” but that the little setback “moved that [the model] 
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forward hugely and brought a lot more focus to the project and a lot more, not initiative, but a lot 
more . . . moving forward faster!”  The experience of having two candidates back out cemented 
for the design team the importance of having teacher candidates and their families meet with 
homestay families ahead of time.  The site coordinator for Tillamook explained:  
There were a lot of ideas that came out from that, that were, that helped us move this 
project forward, and they came from the host family that was treated so poorly.  That they 
were like, Hey, we should have a meet and greet beforehand so that families are 
comfortable and has become a norm of what we do. 
It also helped the team understand the importance of having host family members (in 
particular the older children) speak to the teacher candidates during their Tillamook preview 
field trip about why they want George Fox students to come and stay with them, and tell them a 
bit about their family.  When the teacher candidates go to Tillamook for the field trip and again 
when they go with their family to meet their host family, they are able to see where they will be 
living. 
Implementing these components has made the transition to Tillamook much smoother for 
the candidates and the design team.   
As the George Fox administrator said:  
I think it was a learning experience.  I think it all turned out well.  I don’t think we lost 
the trust of the community or the school partner.  I’m not sure about faculty, but 
obviously we are still doing it.  
Formal policies and procedures have been implemented to support teacher candidates as they 
enter their rural immersion practicum.  The candidates now arrive in Tillamook for their 
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placement having had the opportunity to meet with their host family prior to their arrival, in 
hopes of reducing the anxiety that comes with this stretching opportunity.  
The Homestay  
 Adjusting to the homestay.  Emma, a bilingual student living with a Latino host family 
explained the challenges the first weeks brought: 
Maybe just getting to know the family the first couple of weeks.  They weren’t really 
awkward, but I guess that would be the greatest challenge.  But they made me feel very 
welcome and everything.  
 Madison struggled to adapt to her homestay, as she expressed throughout her interview.  
She mentioned nine times that she felt out of her element or did not feel comfortable. 
The biggest challenge was not having your comfort zone, which is what I chose.  I knew  
that was going to be a challenge, but because student teaching is a stressful time, because  
everything is new and you don’t know if you can do it, and not having somewhere, where  
you can kind of unwind and not feel like you are always on – I don’t know.  Coming  
home from a stressful day and then feeling the pressure to socialize or get to know your  
family, and not feeling totally comfortable like hermiting, and just going to in your room.   
If I did that, I felt bad.  Oh, I should be out there.  So it is always being – never fully  
relaxing I guess.  I did toward the end, but definitely the first part of it was exhausting  
just from so much going on without a release or something. 
While she felt welcome, she struggled to make herself at home.  One of the factors she cited in 
this struggle was the language barrier (as noted earlier in the chapter).  Additionally, she found it 
challenging to find the balance between spending time with the children in the homestay and 
having personal space:  
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It was a little bit hard sometimes when the boys, they like to come up and we had to 
finally tell them, I’m going to bed.  You need to leave, just figuring that out, because 
sometimes it would be too much.  They are boys throwing things around, and most of the 
time we totally enjoyed having them and it was super-fun, and we would do homework 
together, but at times it got too much.  I saw Jane even be, “Boys, we are going to bed, 
you need to leave.”  We had to be more assertive with them, but overall, they were great, 
as far as doing their part to make us feel welcome. 
Emma and Madison each had an adjustment period in in their homestay.  This causes me 
to question what supports the design team could implement to help the teacher candidates with 
their transition period.  Additionally, it calls into question whether or not the semester-long 
placement is enough time, or if this challenge should add to the push for a yearlong practicum.  
Host family number two mentioned that the short practicum did not provide them with very 
much time to get to know one another.  If the goal is for immersion in the community with a 
Latino family, this may be an area the design team needs to further explore, consulting the 
research for cited evidence in cultural gains in a short practicum versus a long practicum and 
what the adjustment period for each looked like.  
In addition to adjusting to living with her host family, Madison struggled with the 
location of the home:   
The location was a bit out there for my personal comfort, I guess, just as far as – 
obviously the flooding.  I know that is not typical to happen as often, but flooding, and 
then this is me just being paranoid, too, but with the earthquake and just knowing the bay 
is right there, and then thinking how could I survive this.  I don’t know.  It was basically 
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the worst spot in Tillamook to be.  I know you can’t live your life fearing for a natural 
disaster.  Those are some of the daily stressors I dealt with . . .  
Besides being near the bay, the home is located on a dairy with several homes for farm 
hands in close proximity.  Madison said that occasionally she would return late at night and no 
one was home, so she would go and stay the night at Emma’s house.  She said, “There were 
coyotes outside, and it was just kind of eerie.”  Additionally, not knowing the neighbors, and the 
fact that they were single men she had never met before, caused her to feel uncomfortable there 
by herself:   
Sometimes I didn’t feel totally safe there, but that was just a few times.  I hesitate saying 
a new place to have student teachers stay, because I felt I had such a good experience.  
There were a few times where I doubted that that was the place I really wanted to live.  
As an addition to her stress and challenges in adjusting to her homestay, Madison 
struggled with the basic living conditions:  
At times, as far as my homestay, I thought that was a little bit too outside of my comfort 
zone, but it is hard, because it was really out of my comfort zone as far as sometimes the 
lights turning off just randomly, or, I don’t know.  It wasn’t very clean and stuff like that. 
. . . As far as just the living conditions were a little rough, livable.  I got used to it, but at 
first it was really hard.  I think that the [host family] was great and that living there was a 
good experience.  At first I was kind of, Oh, I don’t want to live here.” 
When asked about the lights going off, Madison replied, “just like blow a fuse.  We wouldn’t 
have that many lights on.  It would just kind of shut off, like something was wrong in the wiring 
or something.  Yeah, I don’t know.” 
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An important thing to note is that the university trusts the district to put the teacher 
candidates in safe host family situations.  Interestingly, Jane also lived with this host family and 
did not share any of these concerns.  However, Madison’s concerns should not be dismissed, and 
will need to be discussed within the design team.  One thing they will need to discuss is how they 
can do a better job of checking in with candidates to make sure their homestay is going well.  
They will need an early warning system for student discomfort so they can help candidates 
process their emotions, and also examine the placement to determine whether or not a new 
placement needs to be found.  While Madison struggled to adapt to her homestay, she noted that 
“there was a lot of great stuff, and obviously as I said, I learned so much.  Having that 
perspective has been really beneficial.”   
Another idea for the design team to discuss is how to help the teacher candidates get to 
know the community of individuals living around their homestay so they feel comfortable.  This 
may be a group of people for the design team to consider inviting to the host family gathering 
prior to candidates moving to Tillamook.   
One of the things the design team can do is help the students understand the weather in 
the area, especially potential flooding in Tillamook and snow and ice advisories on the Wilson 
River Highway.  Front-loading the students with information and assuring them they are safe 
may help in situations like Madison discussed.  In their study, Rodriguez and Chronet-Roses 
(2014) caution those who plan experiences abroad to be careful how they explain the homestay 
experience to students as many of them will imagine it to be similar to their understanding of 
their own families, which could negatively impact their experience.  Without any evidence, I am 
curious if the living conditions of her homestay were very different from the living conditions 
Madison was used to.  Providing a safe space for the design team and candidates to discuss how 
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to self-manage in a situation different from what they are used to will be important as the 
program progresses.       
One area of improvement the design team implemented in year three (spring 2017), 
during the fourth round, was meeting with teacher candidates in a casual setting at the beginning 
of their experience.  This allowed them to help candidates navigate conversation surrounding 
such topics as how to pitch in with household chores and how to approach food preparation.  In 
these casual meetings, the team could encourage them to spend time with the family, and could 
answer their questions.  
 Candidate and host family engagement.  Another area to be examined by the design 
team is how to encourage the candidates and host families to interact.  The second semester of 
the pilot year, the design team decided to provide welcome baskets for the host families.  These 
baskets, which included a board game, and gift cards for pizza, for ice cream, and the local 
movie theatre, gave the family a jumping off point for activities together.  While that was a 
starting point, this is certainly an area that still needs to be addressed.  The challenge of 
encouraging host families and candidates to spend time together is twofold.   
First, candidates need to be made aware of what host family structures look like.  For 
example, in the family Jane and Madison lived with, the host father worked a split shift on the 
dairy.  The mother also worked outside the home.  As you can see from Jane’s comments, the 
family found time together in the evening, after the teacher candidates had spent a long day at 
school:  
The family, they spent a lot of time together, at night in the evening, when we had no 
more energy.  So that was hard, not to be able to spend as much time with them, even 
though during the weekend, we kind of did, but still it was different.   
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The study conducted by Rodriguez and Chronet-Roses (2014) also found the candidates 
and their host families lacking in their engagement with one another.  The candidates who did 
not spend as much time with the families wished they had.  Some students in the study wanted to 
strengthen their relationship and chose to make adjustments to their personal schedule to create 
extra pockets of time to spend with their family.  The candidates shared breakfast with the 
families on a daily basis, a built-in engagement of the program, and some shared other meals 
with them (Rodriguez and Chronet-Roses, 2014).  Encouraging candidates to spend time with the 
family on the weekends instead of going back to campus is another place the design team can 
start helping teacher candidates find space and time to spend with their host family.  If the 
candidates are truly invested in getting to know their families, they may need to be creative with 
their time and make adjustments to their schedules.   
The second area to be addressed with regard to encouraging engagement is helping 
candidates and their host families understand the importance of spending time together.  This 
needs to be addressed with both the candidates and the host families as was discovered during 
the interviews. 
I learned that Debbie and Rick Klumph, host family number one, did not build a deep 
relationship with Lilly.  They would have dinner together and Debbie and Lilly would visit 
before going to school in the morning.  Additionally, they noted that they went out to dinner a 
few times together, but beyond that, Rick Klumph commented, “It was not any kind of long 
lasting . . .” “. . . bonding experience,” Debbie Klumph added. Rick Klumph shared, “We didn’t 
go and do activities.”  Debbie Klumph shared that their teacher candidate was not into hiking.  
Rick Klumph added, “She really didn’t want to go out and do a lot of the outdoor things that we 
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were doing.  That was just her . . .”  “Right, that was just not her thing, yeah,” Debbie Klumph 
concluded. 
Christy and Mark Hopkins, host parents number two discussed one of their candidates, 
Samantha. Mark Hopkins said:  
She was pretty inclusive.  She wouldn’t just stay in her bedroom.  So she was kinda part 
of the family.  The second girl we had [Kathryn], she was more . . . stayed in her 
bedroom more.  She had a boyfriend.  She talked to her boyfriend a lot.  We weren’t 
really as hands on with her. 
Christy Hopkins commented that their “grandkids loved having Samantha here.  She was really 
good with the kids.”  Christy Hopkins did note that she could have been more inclusive and have 
invited the girls to do different things, but at the same time she said, “but a lot of times, they 
were busy, and we understood.”  
  During her interview, Jane recommended that the design team help the host families 
understand the value in spending time together: “Like let the family know hey, you guys need to 
do this, not just the students.”  When asked if she meant the family should be encouraged to 
spend time with the candidates she said, “Yeah, I understand they have work and so they are 
doing a lot and so that might be hard, but making it be more – helping them be more aware of it.”  
Rodriguez and Chronet-Roses (2014) recommend sharing with the families that the more they try 
to engage the candidates, the stronger their experience will be.  Jane also recommended that the 
design team take it one step further and be specific in suggesting ways they could engage with 
one another:  
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[M]aybe give ideas of how we can spend time with the family [inaudible].  Like what are 
some ways we can do that.  Like during the weekends or something like that.  I don’t 
know if it would be helpful, but encourage it also. 
 When I asked host family number two about spending time with candidates Christy 
Hopkins said: 
I wouldn’t say we participated a ton because I think we were all fairly busy, all working 
full time.  But meals probably, evenings were the time we might have participated the 
most together. . . . Samantha would join us more at the, you know mealtime than 
Kathryn.   
Mark Hopkins added, “Kathryn was pretty much to herself.  In her spare time, she was . . . she 
had a favorite spot out the door on the deck.  She spent a lot of time out there, talking to her 
boyfriend.”  Christy Hopkins said that they went to a movie with Kathryn and she took Samantha 
to tea.  They both knew one of the younger teachers (a George Fox alumnus) in Tillamook and 
went for her birthday.  She said they enjoyed tea together. 
I asked host family number two that if the university had asked them to complete certain 
activities as a family, would that have helped the candidates and families engage more.  While 
Christy Hopkins said it may have helped to “break the ice a little more,” she also pointed out that 
they were very busy.  Mark Hopkins said that if it had been a requirement, it “might not have 
happened.”  They said the movie that TeachOregon paid for to attend with Kathryn was fun.  
Christy Hopkins said that having the gift card suggested that they go to the movie and since it 
was paid for, it was an incentive to go: 
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I’m not sure she [Kathryn] wanted to, but because we all knew you [TeachOregon] had 
done that, we felt a little bit of an obligation to spend it with her, which was good.  It was 
good.  It forced us at first to kinda do something together.  
Knowing that host families can be very busy, I believe that it would not be beneficial to place a 
list of expected engagement activities on the host families and teacher candidates, but rather 
provide them with gift cards for local attractions. 
An area for further research in this program is whether or not candidates who enter the 
model and have significant others are less likely to engage with their host families.  Both 
Kathryn and Lilly kept to themselves more.  This could have been a matter of personality, or it 
could have been that they chose to spend their time engaging with their boyfriends as opposed to 
their host family.  In their study, Knight and Schmidt-Rinehart (2002) commented that the ease 
of connecting with home via technology made it challenging for students with significant others 
to fully integrate with their new surroundings.  The Tillamook Model candidates who had 
boyfriends may have fallen into this trap as well.  
During the meeting the design team had with candidates in year three (round four), they 
discussed the importance of engaging with the host families and gave some suggestions for how 
to do so.  They discussed staying in Tillamook on the weekends, and the importance of sharing 
meals together.   
As the design team intends to grow the pool of host families, a critical component from 
the beginning of the recruitment process will be the importance of showing families the value in 
engaging with the students.  A study conducted by Castaneda and Zirger (2011), found that host 
families were very intentional in engaging with their candidates and helping them interact with 
the community.  When they recruited host families, the program coordinators were proactive, 
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and asked the families to include the candidates in their everyday lives.  Emma experienced this 
in her homestay:  
I went to football games with them.  I worked out with the mom a couple of times.  We 
would always go on walks after school.  Just whatever they were doing, they would 
always ask me if I would like to join. 
One of the current ideas the design team is considering for year four (fifth round), is not 
only having a meet-and-greet between the candidates and the host families, but an orientation led 
by the design team in collaboration with former host families and participants where the host 
parents can share their experience with future host families.  Teacher candidates will be invited 
to do the same with the next generation of candidates.  Creating space for the two groups to 
come together to share their stories and make sure everyone has all the information they need, as 
well as the opportunity to have their questions answered, will create an additional layer of 
support for participants. 
Expanding 
 Teacher candidate and host family buy-in.  While the design team is interested in 
bringing in more teacher candidates and host families to participate, they are limited to the 
number of individuals interested in participating.  As Randy Schild, Superintendent of Tillamook 
School District said:  
[Y]ou have to have families that are willing, but also the other side of that is growing the 
desire and the understanding from students to be willing to step out.  My guess is that you 
have 50 students, and there would be a handful that would choose to do this.  Then there 
would be most that it would be outside of their comfort zone.  They wouldn’t feel 
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comfortable with it.  I understand it, when you look from the outside, I think it is an 
opportunity that you can’t miss on, but we all like to be in our comfort zone.   
 Debbie Klumph, Tillamook TeachOregon Site Coordinator and Bruce Rhodes, Grant 
Writer/Foundation Director of Tillamook School District also spoke of the need to recruit more 
host families into the model.  Currently, there are three Latino families who are interested in 
participating.  The design team will need to collaborate around how to continue to recruit host 
families.  As it currently stands, Debbie Klumph has recruited the families by connecting with 
high school students in their math classes.  This may be an effort school administrators can also 
support, bringing in families from other grade levels as well.  
 With regard to recruiting candidates, the George Fox administrator could not speak to 
how much the students are coming back and sharing their story with future generations of 
candidates.  Following round three of the Tillamook model, the three candidates who 
participated were invited to share with a younger generation of candidates about their experience.  
As Randy Schild said:  
I think the more success stories that you have, and the more kids who go through and 
come out saying, “Wow, that was a great experience,” then the more will get involved in 
it.  I think expanding the program is the biggest challenge.  
One thing the design team, university, and school district may want to explore is the 
notion of a shorter practicum or longer field trip in which candidates can experience the rural 
district for a longer period of time before committing to the immersion practicum.  Munsch and 
Boylan (2008) found in their five-day practicum that students were able to start understanding 
the reality of rural education.  In Hudson and Hudson's (2008) five-day rural practicum, most 
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students acknowledged that the extended experience helped them consider taking on a rural 
practicum, and provided them with a realistic picture of the rural school. 
 Educator buy-in.  The George Fox administrator shared this: 
I think the experience, the actual experience, or how that has informed the School of Ed 
or the undergrad department more specifically, probably the effect of it hasn’t really been 
that great.  I think it has been great for people like you and me and [School Partnership 
Coordinator] and others, who have a bigger picture of why partnerships are important.  
When asked about the impact the Tillamook Model has had on the School of Education, they 
said:  
Again, I think maybe the impact is somewhat limited, because maybe I am the only one, 
or you and I are the only ones, or you, [Clinical Practices Co-Director], and I may be the 
only ones that really realize the potential or the possibilities there.  Other people may see 
it as, “Oh, great, one more thing we have to do.”  It is just kind of a logistical nightmare.   
If the Tillamook model is to expand to other authorization levels and programs, and 
continue in undergraduate following the expiration of the grant, there has to be continued buy-in 
to the program by faculty and administration.  It has to be a program in which they see value for 
their students. 
When I, the George Fox TeachOregon Site Coordinator, have asked to visit 
undergraduate education classes to share about the Tillamook model, I have been invited to pitch 
the idea of distance student teaching to the next class of teacher candidates.  Additionally, three 
of the candidates who participated in the model were asked to share about their experience, 
alongside their peers who student taught abroad, with students who are coming up through the 
program.  
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 While Tillamook administrators have been supportive of hosting the candidates in their 
schools, Bruce Rhodes, Grant Writer/Foundation Director of Tillamook School District sees 
room for administrators to have greater buy-in, which would provide the district with even more 
investment in the model:   
I know [the principal] at [one of the elementary schools] is all in because she has 
experienced and been part of this a lot already.  But boy, it would be nice to have all our 
administrators have an active role in how this works. 
He goes on to share that their role has not been as hands-on as it could be.  His goal is for 
administrators to become key collaborators and show parents they are “just as much a part of” 
the model as the design team is, and leverage that to “build their own relationships” with the 
families.  He noted they have had some changes in building leadership this year, and their 
administrative team could benefit from “understanding and thinking of how this could affect 
them.”   
 While the university and school district both have work to do with regard to gaining buy-
in within each institution, it looks different in both places.  Administration and I, the 
TeachOregon Site Coordinator from George Fox, need to share students’ experiences, as well as 
the impact the model is having on the school district with faculty at the university.  Leaders in 
the School of Education need to discuss the impact the Tillamook Model could have on teacher 
candidates in all formats and discuss how classes could be structured to allow teacher candidates 
from all formats to participate.  Additionally, the School of Education leadership needs to think 
about school districts’ desire to have yearlong placements, and discuss the option of placing 
teacher candidates in Tillamook for a yearlong practicum.  This would mean many of the courses 
would need to be structured differently and online options would need to be made available.    
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With regard to the school district, the design team needs to collaborate with the 
superintendent to determine the outcomes the district would like to see for administrators with 
regard to the Tillamook Model.  The design team could present the Tillamook Model to district 
administrators to bring everyone up to speed.  Following this, administrators could brainstorm 
areas for potential engagement with families if they played a larger role in supporting and 
promoting the model.  As Bruce Rhodes said, “I think if administrators sat back and looked at 
the potential of all the different ways that this can help -- part of being a principal is building 
your reputation and building a professional presence.” 
Conclusion 
Certainly there were challenges surrounding Internet access, communication, distance, 
retention of candidates after completion of their student teaching, the time investment of the 
model, and expansion.  As such, the design team in collaboration with university and school 
district administration are continuously working to improve the model.  As challenges present 
themselves, stakeholders bind together and problem solve.  They are diligently working to 
increase and strengthen communication surrounding the homestay and the co-teaching 
practicum.  The team is encouraging candidates and homestay families to discuss house rules, 
and is making host families aware of the behavioral expectations candidates have agreed to.  
Additionally, the design team is being intentional in requiring cooperating teachers and teacher 
candidates to participate in co-teaching professional development.  In addition to the professional 
development, co-teaching pairs are receiving information from the department and the Clinical 
Practices Office about the timeline for teacher candidates to take the lead in co-teaching. 
The design team is intentionally recruiting host families sooner, and implementing 
policies and procedures to support teacher candidates as they transition to their rural immersion 
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practicum.  They are purposefully creating a time for the host families and the teacher 
candidates’ families to come together and share a meal, recognizing the value of building 
community.  The design team has learned that the Tillamook Model takes time to implement.  It 
has required that the team take chances and then problem solve as needed.  As they look to 
expand, they will need to think critically when recruiting host families and teacher candidates, 
and strive to gain continued buy-in for the model. 
 While some of the problems with the Tillamook model made themselves known to the 
design team, others were not discovered until interviews were examined for this case study.  As 
the design team continues forward, participants need to be interviewed following their 
experiences.   
One of the challenges I personally faced during this research effort was the inability to 
interview the Latino host families in a timely manner.  Due to the communication pattern 
established for connecting with the host families and their schedules, I was unable to obtain their 
perspective on the Tillamook Model.  This presents a missing link in the data.  As the design 
team and I continue to establish relationships, conducting interviews of the teacher candidates 
and the host families is something that could become a part of the overall structure of the model.  
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CHAPTER 5 
ROAD MAP FOR OTHER SCHOOL DISTRICT/UNIVERSITY PARTNERSHIPS 
Introduction 
Over the past three years, I have learned a great deal about the dos and don’ts of the 
immersion practicum.  There have been moments of pure frustration, many questions, problem 
solving, and celebrations.  As the design team progresses forward, they recognize there are still 
areas for improvement and they will continue to implement changes as needed. 
In previous chapters, I have shared the literature surrounding student teaching, student 
teaching abroad, co-teaching, homestays, and the challenges facing rural school districts.  
Additionally, I have shared the structure of the Tillamook Model, as well as the benefits and 
challenges expressed in interviews reviewed for this dissertation.  The following chapter focuses 
on the critical elements that need to be in place to begin successful implementation of this 
immersion practicum with regard to relationships, the homestay, the practicum, and logistical 
components, should another school district and university feel they are ready to collaboratively 
adopt the Tillamook Model.   
Relationship 
The heart of the Tillamook Model is a strong relationship between the two educational 
entities.  Just as Randy Schild, Superintendent, Tillamook School District said, “You have to 
have a pretty darned good relationship between the district and the university, one that is willing 
to kind of wade through the muck at times to get something accomplished.”  It should be a long-
standing relationship that both institutions find to be mutually beneficial.  Both must be invested 
and willing to work together when troubles arise.  Reflecting back on chapter four, it would have 
been very easy for Tillamook to cut ties with George Fox when the two candidates backed out of 
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the immersion experience.  Instead, both institutions recognized the power of coming together, 
supporting one another, and implementing improvements in the program.   
The key players of the Tillamook Model have been in place for a substantial amount of 
time, affording both parties time to gain trust in one another.  District and university leadership 
have continued in their roles, which has been a critical piece of the Tillamook Model.  The 
George Fox administrator spoke to this:  
[W]hen you create relationships with people at the building or district level and they have 
learned to trust you and you have this good thing going, and then they leave and go to 
another district or another role.  You have to start all over again.  That is the other thing 
about Tillamook.  There seems to have been a real consistency in the people in those key 
roles, in the district office especially, where you knew that year after year that here are 
some people that know us, they trust us.  I consider that to be a success in some regard, 
that a lot of the groundwork didn’t have to be re-laid every year.   
The longevity of the partnership between Tillamook and George Fox University has paved the 
way for this model to be implemented.  Through multiple opportunities to engage with one 
another a solid foundation for the immersion practicum was established.  
Trust   
The institutions have a relationship built on trust.  They share a mutual investment in the 
model, and trust that both institutions have the teacher candidates, families, and K-12 students’ 
best interests at heart.  When discussing Tillamook’s choice to place candidates in a homestay 
placement that was a strong representation of the socioeconomic status and ethnicity of many of 
their students, Randy Schild, Superintendent, Tillamook School District, shared that the 
university has to trust that the school district cares for their students and “that when they send 
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somebody here, they are going to be taken care of and we are putting them into a completely 
different environment than we would do normally.  We see that as a value.”  Considering an 
alternative approach, Randy Schild added: “It would be way easier for us to say . . . do you want 
to host somebody because you have a beautiful house and you have the whole downstairs?  Who 
wouldn’t want to go stay there for the next few months.”  However, he notes that there is value 
in the living arrangement “being far different.”  
 It also takes trust between the host family and the school district.  The host family must 
trust that the school district has made sure the candidate coming to stay with them will be a good 
person, will respect their home and their family, and will be a good role model.  Following the 
first round of the Tillamook model, the Host Family and Student Teacher Guidelines (See 
Appendix E) were established, and it was shared with host families that teacher candidates sign a 
“lifestyle agreement” when they apply to the university.  Additionally, all undergraduate teacher 
candidates at George Fox University have to apply separately to the undergraduate teacher 
preparation program.   
Finally, it takes trust between the university and the candidates’ families.  The families 
must trust that the university will put the candidates with a good host family, who will care for 
and look out for their students.  As Randy Schild put it:  
You have to be able to find these [host] families that are the right setting.  If you find the 
right [host] families that are willing to open up their homes, and create the right 
opportunity for these student teachers, then it could be really good.  That takes a 
relationship.  That takes a trust from the [host] family or the district, or somebody in 
personnel in the district, and then that other side, the university as well.   
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Trust between the constituents: university, school district, teacher candidates’ families, and host 
families is critical in the Tillamook Model.  Participants have to trust that each educational entity 
is looking out for each person involved in the model.  Without trust between the two institutions, 
this model would perish.  
Buy-In  
As Superintendent Randy Schild said:  
This couldn’t be something that would be imposed on a district, because the district is the 
one that has the relationship with the [host] parents.  It is also not something that the 
district could turn around and convince a university to do without buy-in there, because 
they are the ones who have to recruit kids into it.  So there has to be a really strong point 
on each side in order to pull it off.  If you don’t have [it] on both sides, you don’t have a 
true inherent belief that this is really good for everybody involved, then I don’t think you 
can make it a success.    
As Randy Schild explained, both institutions have to be invested.  In order to successfully 
operate the model, it takes commitment on multiple levels, such as a design team consisting of 
members from both institutions who will take the lead on implementation and problem solving 
when challenges surface, as well as point people at each institution who will handle the day-to-
day pieces.  The school district needs to have investment from administration, cooperating 
teachers, and host families, whereas, the university needs buy-in from administration, faculty, 
teacher candidates, the field placement office, and university supervisors.  
Design Team.  It is critical to have a team of people from both institutions at the table to 
discuss the needs of both entities and their students.  Collaboratively discussing the structure of 
the program helps each institution discover what they need to provide.  For example, the school 
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district needs to be able to provide host families and cooperating teachers, whereas the university 
needs to provide teacher candidates and a facilitator to help get the candidates to the school 
district.   
As Bruce Rhodes, Grant Writer/Foundation Director, Tillamook School District, has said, 
it is important to have individuals from both institutions as part of the design and implementation 
of the model.  It makes the model manageable and efficient, as individuals know what is needed 
of them in order to contribute to the success of the model.  He shared: 
From a district standpoint, I think the cooperative aspect of working with you and having 
Debbie [Tillamook Site Coordinator] there and having different people within the district 
that help make some of the connection – I have some of the minimal work but part of this 
whole project, that collaborative nature of how this whole thing has played out, certainly 
has made it very manageable.  So it hasn’t been a big burden on any one person or taken 
away from something else.  
Point People.  While the design team is critical to the success of the model, having a  
point person from each institution is equally important.  As Randy Schild explained, “You need a 
really strong lead in both places.”  The point people need to work well together.  They will have 
many moving pieces to collaboratively coordinate, such as move-in of teacher candidates, the 
visitation field trip, and professional development.  Debbie Klumph, Tillamook TeachOregon 
Site Coordinator shared:  
There has to be some type of a relationship. . . . The communication is the piece. . . . I 
don’t feel like it would be very successful if it was committee based.  I feel like it needs 
to be two, maybe three people at the most. . . . [B]eing able to make decisions without 
going through a long process is critical for this being able to happen and be successful. 
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 School District. Within the school district, there are multiple levels of buy-in necessary.  
The model takes the support and cooperation of administration who will support and advocate 
for the program, cooperating teachers who will mentor teacher candidates, and host families who 
will provide a safe place for teacher candidates to live.  
 Administration.  Having the support of leadership at the district office such as the Human 
Resources Director, Superintendent, and Assistant Superintendent is essential to the Tillamook 
Model.  According to the George Fox administrator, they need to say, “We are endorsing this,” 
and be committed to helping work though challenges, even if they are not in some senses 
personally involved.   
According to Debbie Klumph, Tillamook TeachOregon Site Coordinator:  
Our administration were champions of this from the beginning and partly that has to do 
with one of the people being involved in the Tillamook Model, Bruce Rhodes, who is an 
administrator at the district office.  That communication piece, being at the district office, 
has been very empowering . . . Bruce Rhodes, their office, and Randy Schild’s, our 
superintendent, their offices, are ten steps apart, and that communication piece is really 
fluid, and so TeachOregon and how our district embraced that, at the district level 
embraced that, they also felt like it was an advantage, like it was a good direction to go.  
Having the superintendent’s support has been critical in keeping the project’s momentum.  When 
the design team hit a bump during round two, Randy Schild was able to speak on behalf of the 
district.  
 In addition to the support of district office administration, building principals need to be 
involved.  They need to work collaboratively with the university’s clinical practices office to 
provide student teaching placements for teacher candidates.  Should the district and university 
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collaboratively decide to implement co-teaching as the model of student teaching in their 
immersion experience, professional development will be an important factor.  The design team 
will need the support of administrators to require professional learning for their teachers.  
Additionally, they will need the support of administration to implement co-teaching with fidelity.  
This will mean recruiting teachers who see the value in having two teachers who are fully 
engaged in the classroom.  Additionally, it will mean supporting the university if they find that 
teachers are not utilizing the co-teaching model.    
Cooperating teachers.  Cooperating teachers are also important players in the Tillamook 
Model.  The design team has learned that the pairing between the cooperating teacher and 
teacher candidate needs to be an intentional match as opposed to placing someone in a classroom 
just because they need a placement or because the cooperating teacher wants a break.  The 
cooperating teacher needs to embrace the idea of sharing their space with a candidate.  
Additionally, should a co-teaching model be selected, both the cooperating teacher and teacher 
candidate need to be committed to attending professional development with each other.  
Homestay family recruiter.  Debbie Klumph shared this:  
I feel like a classroom teacher has the best potential connection to recruiting host 
families. . . . I think at the high school level, I mean it could probably happen with 
someone at an elementary level, a teacher at an elementary school, but at a high school 
level . . . you can see students that have lived with, been raised in a family for a long 
time, and so you can see traits, personalities, just in those students, that might lend you to 
think that their family would just be a really good . . . potential host family, so that’s one 
thing.  That’s critical.  And I think that it can’t be someone that is sitting on the outside of 
a school.  It has to be someone that is inside the school.   
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This recruiter needs to have a direct connection to students and their families.  In the 
Tillamook Model, the recruiter has connected with potential host families through the high 
school age children, connected them with the candidates they will be hosting, attended the 
gathering where host families meet their teacher candidates and their families, coordinated the 
high school-age children who speak during the field trip, and attended a school board meeting 
where the host families can be recognized. 
Host families.  Fully invested host families are essential to the Tillamook Model, and 
according to Randy Schild, Superintendent, Tillamook School District, “the biggest challenge, of 
course, is to get families who are willing to open up their home.”  Recruiting Latino host families 
for the model took longer than anticipated.  Building relationships with groups such as Juntos, 
and working with the district Director of Educational Equity/Title Programs, as well as the 
district Latino Family Liaison helped to strengthen relationships with potential host families.  
As the design team was initially launching the model, teacher candidates were placed in 
homes with district educators.  This proved to be a positive thing for Lilly as she could 
collaborate with Debbie Klumph, Tillamook TeachOregon Site Coordinator, who is also a high 
school math teacher and host mother number one.  Lilly was able to learn from her “insight into 
kids.”  Additionally, Kathryn was able to lean on her host mother, who also worked in the 
district, to guide her as she tried to navigate professional learning days.  
Neither of these families had children still living at home.  Debbie Klumph, host mother 
number one, said, “I think most families that have kids in the school system is a better host 
family than just a couple that is on the backend of working.”  Her husband Rick Klumph added, 
“It would have been a much different experience if we had kids still at home going to school.” 
Rick Klumph explained that the engagement that could have transpired between Lilly and their 
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children would have made for a different experience.  Debbie Klumph added, “I just think a 
perspective from a different generation – a multigenerational family I think would have given the 
teacher candidate a richer experience.” 
 University.  Just as support within the school district is critical, so too is support within 
the university structure.  It takes multiple layers of buy-in from administration, faculty, teacher 
candidates, and the university supervisor to successfully operate the Tillamook Model.   
Administration.  Just as the model requires school district administration support, it also 
needs the support of the university’s department chairpersons and dean.  It is essential that 
university administrators are aware of, are supportive of, and have buy-in of the model.  During 
round two when the candidates backed out of the model, the dean and the provost were part of 
the decision-making process.  They provided guidance in repairing damage with the school 
district, teacher candidates and their families, and the host family.  
Faculty.  University faculty members also play an important role in the Tillamook 
Model.  Their buy-in is needed, for multiple reasons, when implementing the model.  First, 
students need to hear success stories to encourage others to step into the experience.  They need 
to hear a presentation of the model, as well as students’ experiences during informal 
conversation.  This means more faculty members need to be aware of how the experience has 
impacted participants.  Second, teacher candidates may need to be released from their classes for 
a day to attend the one-day field trip to Tillamook.  Third, it is important for faculty members to 
intentionally travel to Tillamook to check in with students, cooperating teachers, and 
administrators.  Additionally, faculty may need to creatively support candidates remotely.  
Candidates who are student teaching from a distance need to be presented with the opportunity to 
attend their senior seminar course remotely.  The professor could make remote attendance 
  
154
synchronous by utilizing Skype©, Hangout©, Zoom©, etc.  Faculty will also need to have all 
materials ready to send to candidates electronically.  
In addition to working with faculty members to provide courses online, design teams 
need to have a specific plan in place for candidates to access their classes.  If there is an online 
course that students need to log into live, they need to know where they can do this.  If they plan 
do this from their school, the design team needs to ensure that candidates have a key and know 
what needs to be locked up when they leave.  According to Kathryn: 
I would recommend future students — well, Liberty [elementary school] didn’t care at all  
if I stayed at school because the class was after most teachers left anyway, so that was 
helpful for me as far as Internet connection.  I don’t like Skyping in front of other people.  
So as far as staying in a homestay and Skyping is sometimes kind of weird.  The public 
library is also open.  They have rooms that you can rent by the hour so I tried that once, 
and then my battery died and I forgot my charger, so it didn’t work out, but it would 
have.  
Additionally, the design team needs to encourage candidates to work with their 
professors to streamline the communication process surrounding the online course format.   
Clinical practices office.  The Clinical Practices Office at the university needs to be 
involved in the model as well.  They will work with the district to secure placements for the 
teacher candidates.  The Clinical Practices Office is knowledgeable about the formal process for 
candidate placement within school districts and will work to follow pre-established guidelines.  
They communicate practicum requirements to administrators, and make sure everyone is on the 
same page as to the expectations of the cooperating teacher and candidate.  In addition to 
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securing the placement for the teacher candidate, they will need to equip the chosen university 
supervisor with resources, training, and evaluative materials.   
University supervisor.  The design team decided to hire an in-district supervisor for the 
teacher candidates.  This was done very intentionally.  They chose to hire a retired teacher who 
had strong connections to both the community and the school district.  According to the George 
Fox administrator:  
I think the supervision of the experience, at least as it has been described to me, has been  
good, because we have someone in the field there, who lives in the community, who is  
acting as an agent of the university.  
This supervisor is a familiar face in the buildings as they often sub for teachers and 
administrators.  In addition to bringing in a level of credibility and familiarity, it was also a cost-
effective way to bring supervision to the remote practicum.  Rather than paying someone to 
supervise the candidates and paying for their round trip mileage from Newberg to Tillamook a 
minimum of seven times each semester per candidate, the university pays them to supervise a 
candidate and attend a few trainings each year. 
Teacher candidates.  While it may seem unnecessary to say that an institution would 
need buy-in from teacher candidates to implement the model, it is nonetheless important to 
discuss.  The institution needs to have candidates who are excited for an alternative experience.  
They need to be committed to embracing a host family and home environment that may be 
different than what they are used to.  According to Randy Schild, Superintendent, Tillamook 
School District, “the biggest challenge,” in addition to recruiting host families, is finding 
“students who are willing to step outside of their comfort zone and go into that setting.”  
Recruiting teacher candidates has not necessarily been easy.  While the design team has had from 
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four to eight candidates preview the district each round (three rounds to date, spring 2017), only 
one to three students per semester student taught in Tillamook.  It is important to note that during 
the second field trip, which eight teacher candidates attended, the opportunity for student 
teaching abroad was introduced and a small handful of the eight decided to go international.   
 Allowing alumni of the model to share their experience with prospective students has 
proven to be both an exciting way to promote the model and a challenge.  Prospective students 
are thrilled to hear about the experience from former students, but the timing of these events can 
be tricky, as candidates are either still student teaching or have graduated and are now working 
in schools.  However, providing space and time for candidates to share their experience is 
important, both to celebrate their successful completion, and to inspire future candidates.  
Following the third round of the program, former Tillamook Model and international student 
teaching candidates were invited to present about their trips to future teacher candidates.    
Each spring, I, the George Fox TeachOregon Site Coordinator, take a group of students 
interested in the immersion practicum to Tillamook to preview the district.  In the candidate 
interviews analyzed for this dissertation, some of the students shared their appreciation of the 
field trip to the coast.  Samantha noted that it allowed her to “really picture [herself] there, 
instead of just, oh, somewhere over there.”  Lilly said, “we went on that field trip, and that was 
just amazing.”  Kathryn said: 
I did get to meet the teacher ahead of time, so that was nice.  We got to come down and  
visit and I really like that.  I think that that was helpful for the school for the teacher 
candidate, to be able to see what the school is like and a few of the teachers.  It was also 
nice that we knew right away, OK, meet with this teacher.  OK, you guys have a 
connection? 
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Kathryn noted that being able to make a connection with her cooperating teacher during the 
preview field trip, and knowing she was placed with her before other students in their cohort 
knew of their field experience placement “was an added bonus.”   
Additionally, Emma said that during the field trip she was able to hear the value of living 
in a Latino homestay, and she felt the district’s desire to have George Fox students in their 
community. 
The field trip to the district allows teacher candidates the opportunity to experience the 
district and community before committing to the immersion experience.  When candidates visit 
the district alongside the Tillamook and George Fox TeachOregon Site Coordinators, Debbie 
Klumph and myself, they see all the inner workings of the district, from the Superintendent’s 
Office to each of the elementary schools.  Additionally, they have the opportunity to engage with 
building administration and prospective cooperating teachers.  For the past two field trips (spring 
2015 and spring 2016), members of the host families have been present to share about their 
families.  Students also experience the community as they explore local attractions, like the 
ocean and the cheese factory. 
Having more than one teacher candidate participate in the model at a time gives teacher 
candidates a peer to spend time with in the community.  As Emma said, “I’m glad that Jane and 
Madison were there, too.  It was nice to have some friends down there.”  She shared:  
We would meet up for dinners.  Toward the end it was once a week at the taco truck, or 
we would meet at the library for class.  It was just nice to have someone there that you  
knew, if you ever wanted to do something.  On the weekends we would do things, too. 
While Kathryn said she was eventually fine being the only candidate in Tillamook for the 
immersion experience, in the beginning she felt alone.  Recruiting teacher candidates is one of 
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the most challenging aspects of the model.  While there may be interest from teacher candidates, 
many factors play into their decision to commit to the immersion practicum such as sports, 
friends, family, and work, to name a few.  Finding teacher candidates who are excited for the 
alternative experience has been more challenging than anticipated.  
Homestay 
 One of the unique elements of this practicum experience is that the design team 
intentionally created an opportunity for the teacher candidates to reside in Tillamook through a 
homestay experience.  The homestay component demands several considerations, such as 
making sure that candidates and host families understand what is expected of them, both groups 
are on the same page in regards to house rules and procedures, and that host families have 
adequate space for teacher candidates. 
Homestay expectations.  Host families and teacher candidates are provided with a 
written copy of the Host Family and Teacher Candidate Guidelines (see Appendix E), which 
discusses the responsibilities of the teacher candidates and the host families.  The guidelines, 
prepared by the Tillamook Model design team, insist that host families and teacher candidates 
share at least three meals a month together.  Debbie Klumph, host mother number one, expressed 
her agreement with this concept: “Meals together I think is important.”  Emma said that she and 
her host family engaged in meals together.  Kathryn and her family watched television together 
and shared meals weekly. 
While the design team has the guidelines as a written form of communication, 
encouraging host families and candidates to discuss these matters is equally important.  Kathryn, 
said, “The first thing we did when I got there was talk about rules, house rules, which I think is 
always nice to just lay out right at the beginning.”  Kathryn said the house rules were as follows: 
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I had to wash my sheets at least every two weeks, clean the bathroom just as often.   
Because they are so far out in the country, they are on a septic tank so nothing goes down 
the toilet but toilet paper, which is huge for them.  It was nice, OK, right off the bat. 
When asked what could have been done to strengthen the program or make her 
experience better, Emma also highlighted “talking with the host family and the students staying 
with them about things like laundry and food, how that will work.”  She shared about her arrival 
at her homestay:  
I had brought lots of food, thinking that maybe I would be cooking for myself…I think 
they kind of thought it was a little strange.  Then I didn’t know if I would be cooking for 
myself or if they would be community dinners.  So the first few weeks I just didn’t really 
know what to do for food.  But then eventually I figured out, oh, they are going to be 
giving me food, so okay.  It would just be nice to know.  
Emma also said that discussing things like laundry is important:  
Again, just have a plan, like who is going to be taking care of that sort of thing.  They 
gave me a hamper and they gave me all kinds of stuff to use.  Also, maybe what to bring 
and what they have there for you.   
Kathryn suggested that candidates talk to their host families about helping around the house:  
As far as other things that families might want to talk about, we didn’t really talk about it, 
but common things like do your own dishes.  One thing that my sister and I always did 
when we babysat . . . is whenever the dishwasher is clean, I would always unload the 
dishwasher because it is such an easy thing to do.  So finding one or two things that is 
just helpful for you to do for them it is super easy. . . . I think it would be fine for them to 
have a chore list for you, to some extent.  I think that that would be fine, because you are 
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living in their house.  It makes sense to me that you might be sweeping the floor or 
something.  I think as long as it is laid out from the very beginning, like you’re expected 
to do this, I think that is okay. 
 Space for teacher candidates.  Having private space is important for the candidates.  
The design team made it a requirement that they have their own room or share a room with 
another teacher candidate.  The design team has not required that candidates have their own 
bathroom.  Kathryn shared her feelings on the subject: “I think having my own room and having 
my own bathroom was huge for me.”  She noted that sharing a bathroom is stressful when it 
comes to coordinating “bathroom schedules.”  
Kathryn shared about her host family: 
They gave me a cupboard [kitchen space], and then I kind of took over the bottom drawer 
in their fridge.  It was kind of nice to have all things in one place so it is not like I am 
taking over your whole fridge. 
Kathryn also said she and her host family discussed shared food items such as salsa.  She noted 
that it was helpful to know where she could put the groceries she purchased, and also what was 
community food.  As Kathryn pointed out, encouraging host families and teacher candidates to 
talk about cupboard and fridge space, house rules, and how systems in the house operate is 
essential.  Additionally, candidates need to be provided with a house key or garage code to come 
and go as necessary.   
One of the things the design team will need to determine is whether they should place 
candidates with or without a roommate.  Madison appreciated having Jane there because she had 
“someone who is experiencing the same things as you.”  They were able to go “home and share 
funny stories or hard things that happened…That support was really helpful.”  However, Emma, 
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who did not have a roommate, said, “I’m glad I was by myself.  I got to know the family a lot 
better, I think.  It was nice to have my own time when I needed it.”  Madison is a monolingual 
English speaker and Emma is bilingual Spanish/English.  This is another area the Tillamook 
model design team will continue to explore as they progress forward with two candidates, an 
English-only speaker and another student who speaks some Spanish living in a home where the 
parents speak little English.  
Involving Teacher Candidate Families   
One of the things learned over the past four rounds of the Tillamook model was the 
importance of teacher candidate families being involved and aware.  Jane stated that her parents 
approved of this distance experience and had they not, she would not have gone.  Others 
discussed that some families did not believe one of the homestay placements was appropriate, 
and experience showed that another family was concerned about the weather, whereas others 
were just interested in meeting the host families.  This was one of the reasons the space for 
teacher candidates and their families to come together with host families was created. 
Meeting time for teacher candidates, their families, and host families.  A critical need 
discovered during the second round (spring 2015) is a space for teacher candidates and their 
families to come together and share a meal with the host family.  Bruce Rhodes, Grant 
Writer/Foundation Director, Tillamook School District shared that it is important to help 
facilitate the “relationship with students and families, both the teacher candidates’ families and 
the host families, of giving some opportunity for them to meet, to kind of talk through, to have 
any questions.”  Debbie Klumph, Tillamook TeachOregon Site Coordinator said:  
[Y]ou have to have those meet and greets beforehand.  Those [laughter] we learned the 
hard way that if those don’t happen, and the very first time someone meets their host 
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family is when they are moving in, is not a guarantee of success and that is just really 
hard.  Our host families are the ones that told us this.  They needed opportunities, and 
food obviously provides opportunities for people to engage in an activity and also visit.  
Just because of both cultures that we work with, both the white culture and the Hispanic 
culture, food and meals are a time of visiting and socializing, and isn’t just fueling your 
body.  
If candidates are unable to meet with their host family in person, arranging electronic 
communication could also be helpful.  This may be something they still want to do even after 
meeting face-to-face.  Debbie Klumph said: 
Communication with the family ahead of time I think would be something that they 
would want to do.  There are some great opportunities now just to video chat back and 
forth that the two families could talk beforehand on a Google Hangout or Skype or 
Facetime.  I think that, having a face, a physical face ahead of time is really important.  
Even the meeting to have food beforehand was really nice, but even outside of that, just, 
Hey, what kind of bed would you want, those kinds of things. 
While online communication is helpful, it is important to recognize and share with  
teacher candidates that not every host family may have Internet available in their home, and they 
may need to plan ahead to communicate online.   
Move in date.  Initially, candidates were allowed to schedule their move-in date with 
their host family.  In the third round of the model, a policy was implemented requiring 
candidates to move in the Saturday before they started school on Monday.  Additionally, the 
design team learned the value of having both Tillamook’s and George Fox’s point person local 
when students move in.   
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  While the move-in date is important, having a point person at each of the institutions 
allows collaboration to occur when inclement weather may impede candidates from moving 
during the designated window, as occurred during the fourth round (spring 2017) of the 
Tillamook model when a terrible ice storm hit the Portland Metro Area.  The point people from 
each institution collaborated to determine a safe time for the candidates and me, the George Fox 
TeachOregon Site Coordinator, to travel.  Additionally, this provided each institution with a 
representative to coordinate with administration about the change of move-in date and time.  As 
some candidates will move to Tillamook in the winter, it is important that an inclement weather 
plan be in place where teacher candidates and their families are made aware of the fact that 
candidates will not be asked to move in unsafe conditions.  Members of the design team are 
currently creating an inclement weather policy for the upcoming year.  Again, the decisions 
made surrounding the Tillamook Model are made collaboratively, and are decided upon with 
multiple viewpoints in mind. 
Welcome of teacher candidates to Tillamook.  Having space for the candidates to meet 
with an administrator from the district as well as the site coordinators from Tillamook and 
George Fox allows space for teacher candidates to ask questions once they arrive at the 
immersion practicum site.  It also creates space for members of the design team to discuss 
important things such as laundry, how teacher candidates can help clean the house, and where to 
find specific things in town.  At this time they can exchange contact information in case of 
emergency, and encourage the candidates to spend time with their host family.    
 Providing this time after candidates are settled into their homestays allows them to 
process their questions once they have begun their immersion experience.  It allows them to ask 
questions about their homestay placement and how to navigate conversations with their host 
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families.  Additionally, this time creates an opportunity for candidates to feel welcomed into the 
district by ensuring they know where to find the things they need, who to contact in case of an 
emergency, and have the phone numbers of their support system in Tillamook 
Practicum   
 As the practicum component is implemented, it is important that the design team, 
university, teacher candidates, cooperating teachers, and university supervisors all have a clear 
and consistent understanding of the expectations.  The design team needs to be intentional in 
collaborating with the field experience office as well as the department delegating field 
experience guidelines.  Should co-teaching be utilized as the model for student teaching, teacher 
candidates, cooperating teachers, and university supervisors need to be made aware of 
professional development obligations.  Additionally, all constituents need to have a shared 
understanding of co-teaching.        
Clear communication of expectations.  Whether or not co-teaching is the adopted 
clinical model, it is essential that clear communication take place between the university, the 
university supervisor, teacher candidates, and cooperating teachers.  As candidates hear things in 
their courses, from their supervisors and the design team, wires can get crossed and individuals 
can become confused.  Whether you are implementing co-teaching or using a more traditional 
approach, it is important that everyone be on the same page and share similar definitions.  Just as 
Lilly explained in chapter four, she and Samantha were not aware they would be using a co-
teaching model.  
Intentional professional development.  The Tillamook Model design team chose to 
implement co-teaching as the model for student teaching in this experience.  It is also used in 
other TeachOregon PAC districts.  If co-teaching is to be the chosen student teaching model for a 
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given immersion practicum, professional development needs to be implemented.  Creating 
professional development opportunities where cooperating teachers, teacher candidates, and the 
university supervisor can convene to discuss co-teaching and how it can be implemented in the 
classroom is vital to the success of the model.  
It is imperative that all cooperating teachers and teacher candidates attend each of the 
training sessions.  It is also important that the first session take place before the students begin 
their immersion experience, as demonstrated by Samantha’s realization that having the training 
on co-teaching earlier in her experience would have been beneficial.  This is why the design 
team now requires teacher candidates and cooperating teachers to attend their first co-teaching 
training before the start of the academic year.  It allows the co-teaching pair to learn together 
about the model and different strategies, and to enter the partnership with a co-teaching mindset.  
It also allows the pair to begin to form a professional relationship, as noted by Kathryn who 
explained that the co-teaching trainings “helped a little bit as far as getting to know the teacher 
because [she] didn’t really know her at all going into it.”  She also noted that they helped her 
learn the “types of co-teaching.”  Traditionally, participants in the Tillamook Model have 
attended follow-up training partway through their experience with other TeachOregon PAC 
districts.  However, during the fourth round (spring 2017), the design team felt it was important 
to have a one-hour refresher session that was only for participants of the Tillamook Model – in 
addition to the aforementioned training.  This was done to help the individuals who were in 
Tillamook stay on the same page.  This was not the case for Kathryn, who only participated in 
the larger collaborative co-teaching workshops involving three additional districts, with 
candidates in a different teacher preparation program.  Attending meetings with different groups 
allowed her to hear their ideas and experiences, but it also caused confusion with regard to the 
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expectations of the undergraduate program, and with regard to anything tailored specifically to 
the Tillamook Model.    
 It is important to provide time in workshops to build relationships.  It sets the stage for 
co-teaching pairs to have a conversation like Kathryn and her cooperating teacher: “You have to 
talk to your co-teacher about what they are comfortable with – that is huge.  That was one of the 
first things [my cooperating teacher] and I talked about.”  She said they discussed stepping in to 
support classroom management and “feedback.”  
Logistics 
 As institutions collaboratively tackle the immersion practicum, there are logistical 
components to consider such as formal agreements, an implementation timeline, and the 
financial expectations of the two institutions.  Having a clear perspective of each of the following 
elements helps partnerships ensure they have the critical components covered before 
implementing the immersion practicum.   
Formal agreements.  As the district and teacher preparation institution enter an 
immersion practicum, it is important to have formal agreements to protect everyone involved.  
This encourages individuals to commit to their particular components and holds individuals 
accountable.  
 University to school district.  While a relationship is important in the development of the 
immersion practicum, the George Fox administrator expresses an important point to consider:  
“It seems like no matter how good the relationship is, there needs to be some kind of formal way 
of addressing issues and problems that might occur.”  In addition to a strong relationship, it is 
important to create a formal agreement between the university and school district that documents 
how host families will be chosen, how candidates will be placed, what happens if a candidate 
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decides not to go, what happens if the candidate needs a different homestay placement, what 
happens if a cooperating teacher and teacher candidate are not a good match, and who is going to 
pay for which elements.  These all need to be defined and agreed to by both institutions.  The 
administrator continues:    
In addition to cultivating a relationship, you need some formal way of insuring that if 
things don’t go the way you expected, that there is an agreed upon way of problem 
solving.  Just like anything else, you try something out and as time goes by, you may 
have to develop some policies and procedures that didn’t seem necessary when you were 
doing a pilot.  As things become more institutionalized, you develop those for everyone’s 
clarity of understanding and especially to know what to do if things get broken.  
The administrator shared that if the relationship and agreement are not in place, there 
could be severe challenges.  They use the incident in which two teacher candidates decided, after 
arriving at their homestay, that going to Tillamook was not a good fit for them.  The relationship 
the university and district shared afforded them the opportunity to work through the situation 
without damaging the relationship, which may not happen in a new school partnership.  The 
George Fox administrator shared:  
I remember you, or somebody reporting back to me that the superintendent in Tillamook 
was letting us know that this was not a reflection on us and on our program and on this 
model.  It didn’t work in this particular case.  I know the superintendent took some heat 
from others. . . . [I]t could have very easily been a situation where the superintendent of 
the district we were working with didn’t know us and didn’t trust us, and only had a 
formal agreement.  Then they could have really been influenced by that kind of pressure 
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that could have really made life difficult for us reputationally, in addition to practically in 
keeping that model going.    
Teacher candidate contract.  In addition to the formal agreement between the two 
institutions, another agreement that needs to be in place is the Teacher Candidate Contract (See 
Appendix F), which explicitly states that candidates who change their mind about participating in 
the Tillamook Model for reasons not extenuating will be required to wait until the following year 
to complete their student teaching.  The explanation given to teacher candidates is that clinical 
placements take hours to arrange, as does the homestay.  Candidates need to be firm in their 
decision to commit, and give individuals time to make alternative arrangements should they 
decide they are no longer be able to go to Tillamook.   
 Host family guidelines.  Both host family interviews illustrate some of the families’ 
questions surrounding significant others, alcohol, and appropriate behavior.  As George Fox 
University has all traditional undergraduate students sign the “Lifestyle Agreement,” this was an 
easy item for the design team to address.  As chapter four explains, a behavior guidelines 
contract was created using the “Lifestyle Agreement” as a template.  This is signed by teacher 
candidates and shared with host families so they have a common understanding of the behavioral 
expectations of the program.  Just as Mark Hopkins (host father number two) said, “It’s just a 
like a rental agreement. . . . Because that way if there was an issue, we’d say, ‘You remember 
when you signed this?  And it says right here . . .’  So, it gives you some teeth that . . . maybe 
you wouldn’t have.”   
Time 
 It cannot be said enough that this model takes time to build and refine.  As the Tillamook 
Model is entering its fourth round (spring 2017), the design team is excited and thankful to look 
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around the table and see that the key players have enthusiastically started the semester.  It takes 
time to build relationships with institutional partners, to recruit teacher candidates, cooperating 
teachers, and host families – not just time spent in conversation with prospective participants, but 
time for individuals to recognize the model‘s success and to see the part they may play.  It takes 
time for educators to see the value in the model and how it can fit their institution.  It is not an 
overnight process and the design team, as well as both institutions, need to be invested in the 
idea that there needs to be time to craft, implement, refine, and repeat, as ideas, problems, and 
solutions present themselves. 
Finances 
Bruce Rhodes, Grant Writer/Foundation Director, Tillamook School District, said, “I 
can’t see anything or think of anything that I would say that this has cost more time or more 
money or taken away from something, kind of a trade-out or anything.  I think it has only been 
value-added.”   
It is important to note that this model has been grant-funded.  As both institutions 
consider making it a part of their independent general budgets, and seek out additional funders, 
readers should note that the cost of implementation is very minor compared with the benefits to 
the institution and teacher candidates as well as to the school district and their families. 
Host family stipend.  “Funds for a host family, I think that’s really important,” said 
Debbie Klumph, Tillamook TeachOregon Site Coordinator.  She goes on to say that not all host 
families may have needed the money, and that they feel like one of the host families would have 
done it “even if they weren’t paid.”  While the stipend may not be needed, or may not be an 
incentive to hosting a candidate, one of the host families interviewed said they did not do it for 
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the money, but rather saw it as an opportunity to give back.  Having a small stipend for the host 
family prevents finances from becoming a barrier to participation. 
Having a teacher candidate (or two depending on the set up) in the home creates a cost 
for host families.  Bruce Rhodes said: 
We, of course, have the money which is nice.  The families get a little help financially 
[$250 per student/month] to have an extra person in their family and extra hot showers 
and extra food and all that.  So that’s not anything the family has to take on themselves. 
Offering a small stipend to help cover utilities costs can be of benefit to many families.  Bruce 
Rhodes shared with the most recent group of teacher candidates (spring 2017) that they should 
not worry about incurring more utilities expenses for the host family because they receive a 
small stipend for hosting the students.  The Tillamook Model has made it possible for candidates 
to live with their host families without having to pay for housing by covering this stipend 
through a TeachOregon grant.  According to Samantha:  
Also, the free housing and stipends were a really big incentive, just because it is hard to 
pay for college.  To have one semester when you don’t really have to focus on financial 
stuff. You are just focusing on the kids and your teaching and not having to worry as 
much like food and paying your rent. That is invaluable, at least to me.   
Teacher candidate stipend.  The model also provides a small stipend for candidates 
[$240/month] to help them with gas and grocery money.  While candidates are discouraged from 
having a job while student teaching, some are unable to avoid giving this up.  When candidates 
go to the coast, they are unable to retain their job in the valley.  The goal of providing them with 
a small stipend was to prevent their need to pay for groceries or gas from becoming a barrier to 
participation in the model. 
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Implementation expenses.  Money allocated to this project has also covered the 
transportation and lodging of the design team.  While most meetings are held via Google 
Hangouts, I, the George Fox TeachOregon Site Coordinator, travel to Tillamook when the 
students move over, and usually stay there for one to three nights depending on the weather.  
Additionally, I travel to Tillamook for the day to check on the candidates roughly once a month.   
Funding for the model covers the costs of the field trip during which the design team 
rents a van (or two) depending on student interest.  This includes mileage for the driver(s), lunch 
for the candidates and any guest speakers, and breakfast and coffee for the candidates.  
Funding also pays for the gathering of the host families and teacher candidates.  It 
provides food for both families, as well as mileage costs for faculty and administration traveling 
from George Fox.  Funding provides coffee or ice cream when the site coordinators meet with 
the students early during their experience in Tillamook.  
Finally, the design team has used funding to create a “welcome basket” for the host 
families and candidates, to encourage their engagement with one another.  Inside the basket is a 
game that does not require individuals to be strong in one language or another, popcorn, a gift 
card for pizza from a local take-out restaurant, a gift card for ice cream or frozen yogurt for the 
host family and candidate(s), a gift card for the local cinema for the host family and candidate(s), 
and a handwritten thank you card written in the host family’s native language, signed by the 
school district and the university. 
All financial decisions regarding who will pay for each of the components of the model 
should be decided upon before formal agreements are signed.  It is important that the 
collaboration decides if they will move forward with the immersion practicum as part of their 
general budget or if they will rely on outside financial support to fund the model. 
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Honoring the Participants of the Program 
 Design teams need to determine how they want to honor host families and teacher 
candidates who have participated in this program.  The Tillamook Model design team currently 
honors teacher candidates and host families at a school board meeting.  Bruce Rhodes, Grant 
Writer/Foundation Director, Tillamook School District, has been pondering the idea that perhaps 
the team needs to think about new ways to honor the host families.  He said they have honored 
them in “the educational setting,” but he wonders “what would it look like to honor them in their 
own space more.”  He is thinking of a way to show those close to the families “how cool this is 
that they open their homes up like this.” 
 Each design team will need to collaboratively explore how best to honor participants in 
their communities.  Additionally, design teams need to plan how to help candidates market their 
experience.  According to Randy Schild, Superintendent:  
[I]n an interview setting, this would be a huge piece to bring up.  Yeah, I am not 
bicultural, but I understand and I picked up these language skills, and I have picked, more 
important, these cultural skills, and I understand my students' needs.  I can meet the needs 
of all these kids.  That just separated you from three-quarters of the rest of them. 
District Recruitment Strategy 
 As districts look at hiring teacher candidates from the immersion practicum, they are 
going to need to be strategic in their approach.  In the Tillamook Model, Debbie Klumph, 
Tillamook TeachOregon Site Coordinator, made recommendations regarding hiring practices, 
and others discussed finding the right position for candidates.  Tillamook’s efforts to help 
candidates see their place in Tillamook has now stretched to the community, and recently one of 
the school board members shared with teacher candidates how excited they were to have them in 
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the district, that the district was invested in them.  Essentially, each school district invested in the 
immersion practicum as a means of recruiting needs to be intentional in helping candidates see 
their place in the community upon graduating from the program.  
Conclusion 
 In order for other partnerships to implement the Tillamook Model, the two institutions 
need to have a strong relationship built on trust.  They need to have the investment of members 
of both educational entities.  The school district needs the buy-in of administration, cooperating 
teachers, and homestay families.  The university needs to have the investment of administration, 
faculty, teacher candidates, the field placement office, and the university supervisor.  Both 
institutions need to work collaboratively, with individuals from both institutions coming to the 
table as members of the design team, with specific members from each institution designated as 
point people.   
Members of the design team need to clearly communicate expectations of the homestay 
and behavioral expectations of teacher candidates, and ensure that teacher candidates have 
adequate space.  Additionally, they need to provide an opportunity for teacher candidates’ 
families and host families to connect prior to their move to the immersion site.  As teams support 
teacher candidates, there needs to be a clear cut move-in date, and the point person from each 
institution need to be accessible to help candidates and move into their homestay placement.  
Once teacher candidates have begun their practicum, members of the design team need to meet 
with candidates to help them acclimate to the community.   
As design teams create a framework for the immersion practicum, a model of student 
teaching needs to be determined.  If co-teaching is to be implemented as the adopted model, the 
design team needs to plan professional development to support teacher candidates, cooperating 
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teachers, and university supervisors.  As the design team constructs the model, formal 
agreements need to be created for the school district/university partnership, as well as teacher 
candidates.  
Both institutions need to be invested in the model, and be prepared to invest time and 
energy into building relationships with constituents, implementing ideas, and then refining them.  
Additionally, the institutions need to be prepared to financially invest in the model.  A stipend 
for teacher candidates and host families reduces the financial barrier, which may prevent some 
individuals from participating.  Additionally, financial investment in the model is needed to 
cover implementation costs for the district and university. 
The school district needs to decide whether or not the immersion practicum is being 
utilized as a recruitment strategy.  If recruitment is a priority, the district needs to actively pursue 
the candidates while they are immersed in the community.  Whether or not recruitment is a goal 
of the partnership, teacher candidates need to be coached in how to share their experience with 
prospective employers, and host families need to be honored for their contribution to the 
immersion practicum.       
While the aforementioned elements are important in the creation, implementation, and 
support of the Tillamook Model, the most important element for other collaboratives to be 
mindful of is the need for continuous reflection and communication surrounding the successes 
and challenges encountered in the model.  Institutions need to collaboratively meet at the table 
and earnestly discuss how they can implement strategies to refine and improve.  While the model 
takes time to implement, the benefits obtained by participants are worth every ounce of energy 
invested. 
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Contribution to the Literature 
Teacher preparation programs need to rethink the clinical experience for teacher  
candidates, recognizing that collaborative partnerships are the future of teacher preparation 
programs.  According to the National Council for Accreditation of Teacher Education’s (2010) 
“Report of the Blue Ribbon Panel on Clinical Preparation and Partnerships for Improved Student 
Learning,” universities and school districts need to collaboratively focus on preparing teacher 
candidates.  The report states that collaborative efforts prepare teacher candidates for today’s 
classrooms, while providing space for the partnership to examine, and “be intentional about the 
district problems they seek to address” (p. 14).  As a response to the growing need for well 
prepared teachers, who are equipped to support the specific and local needs of today’s P-12 
students, districts and educator preparation programs are teaming up to “form strong, bold and 
mutually beneficial partnerships” to educate and train effective teachers for the future (Education 
First, n.d., p. 3).  One of the key elements of the Tillamook Model partnership is that it is 
mutually beneficial.  Tillamook School District receives a stream of teacher candidates each 
school year, and George Fox University receives quality, culturally diverse experiences for their 
teacher candidates.     
Classrooms today cry out for culturally responsive teachers, and preservice teachers need 
exposure to diverse clinical practicum placements.  Additionally, Oregon educator preparation 
programs must be accredited by the Council for the Accreditation of Educator Preparation 
(CAEP) by 2022 (Oregon.gov, 2016), and rural schools are feeling the effects of the teacher 
shortage hitting districts within the state (Oregon Department of Education, n.d.).  
This case study adds to preexisting literature as it describes the benefits and challenges of 
this collaborative immersion practicum designed to support both institutions in the areas of 
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candidate placement and teacher recruitment.  Teacher candidates have purposefully been placed 
in a low socioeconomic school district with a growing emergent bilingual population.  
Additionally, 50% of the teacher candidates were placed in Latino homestays.  Both experiences 
were intentionally manufactured to give teacher candidates the opportunity to grow in their 
cultural responsiveness.  This dissertation also adds to the literature surrounding the change of 
mindset in regards to education within the Latino community.  Further, it contributes to the 
literature supporting the idea of “growing your own” teachers.   
Driven by the rising demand for culturally responsive teachers throughout the State of 
Oregon, there has been a lively discussion about school districts tapping into the potential future 
teachers who currently reside in their school community.  According to Collins (1999), rural 
school districts have the opportunity to promote teaching within their community.  An effective 
way to do this is to establish partnerships that encourage community members to explore the 
field of teaching.  The Tillamook Model places teacher candidates in a community that, without 
the support of the collaborative program, has limited opportunities to host student teachers.  
While the candidates documented in this dissertation who are student teaching in this community 
are not from Tillamook, they are engaging with community members who have the potential to 
envision themselves as future teachers as they interact with the George Fox University students. 
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Appendix A 
 
Participation Consent Form 
 
Dissertation study title: Tillamook School District/George Fox University Collaborative 
Partnership Through an Immersion Practicum in a Rural School District. 
 
You have volunteered to participate in a dissertation study focusing on the Tillamook Model, an 
immersion practicum in which George Fox University Teacher Candidates live in homestays, 
and participate in co-teaching practicums in Tillamook School District.  The primary researcher 
of this study is Saurra Heide, faculty in the School of Education at George Fox University.  The 
dissertation committee members are Terry Huffman (chair), Patrick Allen, and Brenda Morton, 
all faculty members in the School of Education at George Fox University.  
 
You are participating in a personal and/or group interview, and may be asked to answer 
additional questions in written format.  
 
The information you share will be utilized to inform the future of the Tillamook Model, as well 
as used in the dissertation being produce by Saurra Heide. The intent of the researcher is to write 
the dissertation in the form of a manuscript to be published into a book. 
 
If you have questions about this study, you may contact Saurra Heide at sheide@georgefox.edu.  
 
If you would not like to have your first name, or the first names of your family members used in 
the book, you will be given a pseudonym.  
 
Are you willing to have your first name used in the book? _________ Yes   or ________No 
 
By signing below, you are agreeing to participate in this study, and allow the primary researcher 
to use your shared information in presentations. 
 
 
______________________________________________________________________________ 
Signature of Participant    Printed Name    Date 
or Parent/Guardian of participant 
under the age of 17 
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Appendix B 
 
Transcription Work Confidentiality Agreement 
 
Dissertation study title: Tillamook School District/George Fox University Collaborative 
Partnership Through an Immersion Practicum in a Rural School District. 
 
You have been hired to transcribe interviews for a dissertation study focusing on the Tillamook 
Model, an immersion practicum in which George Fox University Teacher Candidates live in 
homestays, and participate in co-teaching practicums in Tillamook School District.  The primary 
researcher of this study is Saurra Heide, faculty in the School of Education at George Fox 
University.  The dissertation committee members are Terry Huffman (chair), Patrick Allen, and 
Brenda Morton, all faculty members in the School of Education at George Fox University.  
 
You are transcribing personal and/or group interviews.  
 
 
By signing below, you agree to hold all participant answers in confidence. 
 
 
______________________________________________________________________________ 
Signature of Support Person Printed Name    Date 
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Appendix C 
 
Validation Confidentiality Agreement 
 
Dissertation study title: Tillamook School District/George Fox University Collaborative 
Partnership Through an Immersion Practicum in a Rural School District. 
 
You have been asked to review interviews and findings for a dissertation study focusing on the 
Tillamook Model, an immersion practicum in which George Fox University Teacher Candidates 
live in homestays, and participate in co-teaching practicums in Tillamook School District.  The 
primary researcher of this study is Saurra Heide, faculty in the School of Education at George 
Fox University.  The dissertation committee members are Terry Huffman (chair), Patrick Allen, 
and Brenda Morton, all faculty members in the School of Education at George Fox University.  
 
You are validating personal and/or group interviews.  
 
 
By signing below, you agree to hold all participant answers in confidence. 
 
 
______________________________________________________________________________ 
Signature of Support Person Printed Name    Date 
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Appendix D 
College of Education 
 414 N. Meridian St., V 124, Newberg, OR 97132 
 503.538.8383Fax 503.554.2868soe.georgefox.edu  
 
 
Nov. 8, 2016 
 
 
 
Ms. Heide 
Ed.D. Candidate 
George Fox University 
 
 
 
Dear Ms. Heide, 
 
This letter is to inform you that as a representative of the GFU Institutional Review Board I have reviewed 
your proposal for research investigation entitled “Tillamook School District/George Fox University 
Collaborative Partnership Through an Immersion Practicum in a Rural School District.” The proposed study 
meets all ethical requirements for research with human participants. The proposal is approved. 
 
Best wishes as you complete your research investigation. 
 
 
 
Sincerely, 
 
Terry Huffman, Ph.D. 
Professor of Education 
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Appendix E 
 
Host Family and Student Teacher Candidate Guidelines 
 
Host Family Information and Guidelines 
The goal of the TeachOregon PAC host family arrangement is to expose the candidate to a rich 
family culture that might be different from their own experience.   We believe that this can be an 
enriching opportunity for the candidate to better prepare them to teach in a rural setting.  We 
also believe this experience benefits students in that the candidate has the opportunity to 
understand a culture of the prospective students that they might teach.  Following is a set of 
suggested host family guidelines for accomplishing these beliefs: 
 
 Provide basic accommodations (sleeping, clothes storage, bathroom space, etc) for the 
candidate 
 Include the candidate in family meals at least three times a month 
 Include the candidate in family time as their schedule allows 
 Provide kitchen space for the candidate 
 Provide the candidate opportunities to understand and/or experience your family culture 
(conversations, activities, etc.) 
 
Student Teacher Information and Guidelines 
The goals of the TeachOregon PAC student teacher rural placement with a host family is to 
enhance the pre-service experience to include a rich cultural awareness as well as a strong co-
teaching component.  In accomplishing these goals, the following are guidelines for the Student 
Teacher Candidate: 
 
 PAC Candidates will maintain the following dispositions love, joy, peace, patience, 
kindness, goodness, faithfulness, gentleness, and self-control.  
 PAC candidates will be upstanding citizens and demonstrate moral character 
 PAC candidates are expected to be people of character who are honest and live a life of 
integrity 
 George Fox University candidates may not consume alcohol or drugs while participating 
in this program, which aligns with the lifestyle agreement of the university.   
 Participate in family meals at least three times a month 
 Participate in opportunities to understand and/or experience your host family’s culture 
(conversations, activities, etc.) 
 
___________________________________________________________ 
PAC TeachOregon Candidate Signature 
 
___________________________________________________________ 
Host Family Member Signature(s) 
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Appendix F 
 
 
 
 
 
 
Intent of Participation 
 
You are about to participate in the TeachOregon Tillamook Homestay project. We are excited 
for you to embark on this adventure in your education.  You will be placed in a homestay that 
has been found by the Tillamook School District. Candidates who participate in this 
TeachOregon project receive a monthly stipend for their participation.    
 
 
I _________________________ understand that I have committed to TeachOregon and 
Tillamook School District for the semester.  I recognize that if I back out of the commitment, I 
will need wait until the following semester to complete my student teaching.  If I am unable to 
participate in the project due to TeachOregon PAC approved reasons, I may petition to have a 
placement for the semester in which I was planning to complete my student teaching.  
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Appendix G 
 
Important Information for Teacher Candidates 
 
Move in date: Saturday, January 7, 2017 * Please connect with your host family and George 
Fox TeachOregon Site Coordinator about the exact time that you will be moving in. 
 
First day of student teaching: Monday, January 9, 2017 *If your cooperating teacher feels that 
they want you to start the first day back with students, please let the George Fox TeachOregon 
Site Coordinator know as this will impact the move in date and other communications will need 
to be made 
 
Things to bring: 
 Bedding (communicate with host family about where you will sleep) 
 Toiletries 
 Clothes and storage bins (communicate with host family about where you will store your 
clothes) 
 Food (you will be responsible for your own meals, although we do encourage you to eat 
as a family when you can). Talk to your host family about the use of pots and pans. 
 Computer, printer, etc. 
 Other personal items you may need 
  
  
  
  
  
  
  
  
  
  
  
  
  
 
Important Contact Information: 
George Fox TeachOregon Site Coordinator Cell:  
Tillamook TeachOregon Site Coordinator Cell:  
Host family contact:  
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Appendix H 
Tillamook Model Timeline (2014 – 2015) 
Summer 2014 Summer 2015
Round One
Fall 2014
Round Three
Fall 2015Spring 2014
Round Two
Spring 2015
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Tillamook Model Timeline (2016 – 2017) 
Summer 2016 Summer 2017Fall 2016 Fall 2017Spring 2016
Round Four
Spring 2017
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Tillamook Model Timeline Key 
 
Spring 2014 
 
1.a Pilot group of teacher candidates preview the school district with an all-day field 
trip. 
1.b Teacher candidates commit to student teach in Tillamook. 
1.c Clinical Practices Office works with principals to arrange student teaching. 
 
Summer 2014 
 
2.a Fall homestays are arranged. 
 
Fall 2014 
 
3.a Co-teaching kick-off for Tillamook cooperating teachers and teacher candidates. 
3.b Two fall teacher candidates move into homestays with school district employees 
before starting school. 
3.c George Fox TeachOregon Site Coordinator checks-in onsite with candidates 
monthly.  The TeachOregon Site Coordinators co-facilitate co-teaching 
workshops. 
 
Spring 2015 
 
4.a Three teacher candidates slated to move in, one with a district employee, two with 
a Latino family.  Two candidates back out and one moves in.  Teacher candidate 
contract created. 
4.b George Fox TeachOregon Site Coordinator checks-in onsite with candidate 
monthly.  The TeachOregon Site Coordinators co-facilitate co-teaching 
workshops. 
4.c Teacher candidates preview the school district with an all-day field trip. 
4.d Three teacher candidates commit to student teach in Tillamook. 
4.e Clinical Practices Office works with principals to arrange student teaching. 
4.f Homestay placements obtained with two Latino host families. 
4.g First meet-and-greet between teacher candidates’ families and host families.  Two 
teacher candidates attend. 
 
Fall 2015 
 
5.a Co-teaching kick-off for all Tillamook cooperating teachers and teacher 
candidates. 
5.b Three teacher candidates move into homestays with Latino families the Saturday 
before school starts.  George Fox TeachOregon Site Coordinator present and stays 
in Tillamook for a few days. 
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Tillamook Model Timeline Key (cont.) 
 
Fall 2015 (cont.) 
 
5.c George Fox TeachOregon Site Coordinator checks-in onsite with candidates 
monthly.  The TeachOregon Site Coordinators co-facilitate co-teaching 
workshops. 
 
Spring 2016 
 
6.a Change in teacher education program calendar.  There were zero students for 
practicum this spring due to calendar change. 
6.b Teacher candidates preview the school district with an all-day field trip. 
6.c Two teacher candidates commit to student teach in Tillamook. 
6.d Homestay placements obtained with one Latino host family. 
 
Summer 2016 
 
7.a Meet-and-greet between teacher candidates’ families and host family.  Both 
teacher candidates attend. 
 
Fall 2016 
 
8.a Co-teaching kick-off for all Tillamook cooperating teachers and teacher 
candidates.  Four candidates – two grow-your-own and two Tillamook Model. 
 
Spring 2017 
 
9.a Two teacher candidates move into homestay with Latino family the Monday 
school starts due to inclement weather.  George Fox TeachOregon Site 
Coordinator present and stays in Tillamook for a few days. 
9.b Co-teaching refresher just for Tillamook cooperating teachers and teacher 
candidates.  Four teacher candidates: two grow-your-own and two Tillamook 
model. 
9.c George Fox TeachOregon Site Coordinator checks-in onsite with candidates 
monthly.  The TeachOregon Site Coordinators co-facilitate co-teaching 
workshops. 
9.d Teacher candidates preview the school district with an all-day field trip. 
9.e Clinical Practices Office works with principals to arrange student teaching. 
9.f George Fox invited to school board meeting to honor participants of Tillamook 
Model. 
9.g Teacher candidates commit, homestay placements arranged, meet and greet 
scheduled. 
 
